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Y A CASE STUDY OF BILITERACY

: READING ACQUISITION IN TWO
NON-PUBLIC SCHOOLS

Carole R. REZdler-Berger
The present study of initial reading acquisition in
- English and the ethnic tongue and of a myriad of related
pedagogical process variables was based on 164 ethnographic

observations in two schools representative of an (im)migration-

based biliteracy tradition. The study yielded ethnographic-

ally derived variables and a coding format that provided for
the quantification of those variables. Although these find-
ings cannot be generalized, several suggest iﬁportant impli-
cations for bilingual education. English and ethnic tongue
reading occurred to similar extents: reading in both languages
occurred more than other languagé skills, and actual reading
occurred rore frequently than intended; b-~th languages were'
used in nearly half of the observations, with 82% of such usage

being in a non-interfering manner; oral réading strategies pre-

Exploratory analyses, including multivariate analyses,

vv dominated; basal readers were used almost exclusively.
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D suggested significant relationships do exist among reading
2

and process variables, and suggest four independent dimensions
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of the initial reading acquisition process: English éeading,
Class Size, Experiential Approach and Grade Lével. The
"School" variable functioned the same as the "Class size"
variable in the regression analyses, suggesting that differ-
ences between‘schools on study variables were attributable to
differences in class size. The Chall-emphasized methods
(decoding) ‘and strategies (oral) did not constitute a unitary
dimension. Synthetic (decoding), but not analytic (meaning),
methods were related to reading and to grade level. Réading
strategies were related to class size.

The present study has provided a basis for more structured
studies and the possibility of id.ntifying process predictors
of reading proficiency. The ethnographic process has high-
lighted influences and raised questions for classroom teachers,
reading and curriculum specialists, and educational adminis-
trators about assumptions that may often be overlooked in

beginning language arts programs.
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CHAPTER I

INTRODUCTION

The present study examined ethnographically derived
data on reading acquisition in English and in the ethnic
tongue and on associated pedagogical variables in two
schools (Armenian and Greek) purported to be representa-
tive of an (im)migration based biliteracy tradition. This
examination was undertaken in an attempt to provide ad-

ditional insight into the classroom dynamics of bilingual

education.

Background of the Study

Some of the major legislation and court rulings
pramrulgating bilingual education in the public schools of
the United States include the Bilingual Education Act
(1968), which evolved from Title VII of the Elementary and
Secondary School Act of 1965 (as amended in 1967): the Lau
vs. Nicholas Supreme Court ruling (1974): the Educational
Opportunities Act of 1974; and the Bilingual Act of 1978.
These mandates essentially required that school districts
provide some type of "appropriate" action in the form_of
special instruction for language minority students who did
not understand English or were of 1limited English

proficiency.

In response to the edict of the legislationand the court

rulings many bilingual programs were instituted in a variety

17




of ways. Related.research of both a theoretical and
empirical nature has been extensive. Initially the research
emanated from a linguistic perspective, focusing primarily
on first (Brown, 1973; Lenneberg, 1967) and second language
acquisition (Anderson, 1978; Kessler, 1971; Taylor, 198l1).
Other similar research focused on the possible derivation of
both initial and second languages from the same underlying
process (Ervin-Tripp 1970, 1981; Burt and Dulay, 1973;

Krashen, 1980).

Additional research on language acquisition and

bilingualism specif;cally:dealt with the bilingual child and

the degree of profiéienqy:he or she had in both languages
(Albert and Olber, 1978; McLaughlin, 1978). The degree of
prof iciency ranged from native proficiency in both languages
(Kessler, 1971) to native like proficiency in the first
language with varying degrees of proficiency in his second
language depending on when, how (instructioﬂ"versus
exposure), and why he acquired the second language.

This linguistic-psycholinguistic research failed to
take into consideratién the second requiremént of the Lau
Guidelines (OCR 1975) which directed the schools to consider
both the cognitive and affective aspects of how children
learn, so that appropriate teaching styles could be appliedq
to assure students' educational achievements., Although not

all of the following research was motivated by bilingual

education goals, their impact on bilingual education is

'significant. Research on the effects of cultural

i8
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differences as related to language acquisition include that
of Hall and Guthrie (1981). These researchers maintained
that there are cultural differences in the functions and
uses of language among various ethnic groups. They
hypothesized that a mismatch between the functions and uses
of~1angua§e'at home and at school may account for the
educational difficulties minority children have at school

(p.p. 210, 222).

McDermott (1976) suggested that the communicative codes
used in the home and community of children from minority
communities differ from that of their host schools. These
differences continuously affect the mastery of skills and
concepts. Cazden and Leggett (1981) contend that cultural
differences exist in both cognitive information processing
styles and in the interactional contexts in which'peOple
learn. The classroom enviromment, especially in bilingual
programs, is a source for learning because mommative
behavior in the classroom becomes a model for interaction in

society.

Many of the evaluatioﬁs of bilingual programs
document the effects of the programs on the academic,
linguiséic, cognitive, and social development of its
students. They provide little information on the "dynamics"
of the situations in which these students are involved

(Bruck, Schultz, Rodriguez-Brown, 1979). Stubbs (1980, p.

163) emphasized that reading and writing always take place




in cultural and social settings. He believes that a major

" gap in work on literacy acquisition is the lack of direct

classroom observation of children actually learning to read

and write in real lessons.

Fishman wrote in 1977:

There is as yet nd data (on classroom dynamics)
even though the consensus of expert opinion is
definitely that the sc¢hool enviromment is of
overriding importance with respect to bilingual
education outcomes...social dimensionality must be
recognized within the bilingual education
classroom, rather than merely outside of it in
"the community” and "in society™. Societal fac-
tors dictate much of what is taught and to whom;
as well as how it is taught and by whom; and
finally how all of those involved in the teaching-
learning process interact with each other...
Unfortunately, none of these topics has been well
documented to date and the ethnography, the
sociology, the social-psychology and the educa-

t ional psychology of the bilingual education
classroom are all little more than gleams in the
eyes of a few researchers (p.32).

Rationale
The application of ethnographic research in the

investigation of bilingual education has largely focused on
language and socio-cultural factors. Fishman's research
(1979-1982) is an example of how ethnographic exploration
can be applied to bilingual education. It examines the
acquisition of biliteracy via a comparative ethnography of
four ethnolinguistic schools in New York City. 'The schools
were selected to facilitate the investigation of factors
that might influence the acquisition of biliteracy. Fishman
hypothesized that "the major 'unknown' with respect to

biliteracy acquisition may not be so much that two

20




languages are involved instead of the more common one, but
that each provides a hitherto unrecogniéed context for
learning, using and evaluating the other" (Fishman, 1979,
p. 1). Of the four schools invalved in that study, two
‘were purported to be representative of an (im)migrant based
biliteracy tradition (IB)., These were the Armenian and
Greek Schools.

Four ethnographically derived interactive dimensions,
labelea "sociofunctional®”, Jsociopedagogic",
"sociolinguistic", and "sociographic", were studied to
provide substantial comparative perspectives, In addition,
the research hoped to provide insight into whether the
societally related factors, the "sociofunctiond" dimension

which seemed ;& be significant for successful biliteracy

acquisition, were primarily in-school or out-of-school in

nature (Fishman, Project Abstract, 1979).

During the investigation it became apparent that the
"sociopedagogical” dimension as defined, categorized,
disqussed, and analyzed evidenced more variability than the
other three dimensions. One example of this is found in the
analytic parameter called "medium of instruction". ",..it
is noteworthy that in EMT-medium of instruction, teacher

made materials are more commonly employed than basal

readers, whereas in English-medium instruction the opposite
is the case." ".,..silent reading...was much more common in

English-medium than in EMT medium instruction.” 1In

*EMT 1s referred to in the Fishman et. al. Study, 1982, as
the ethnic language used in the respective study schools,

el

14




comparison with the previous report of overall ethnographic
impressions, "the present report finds much ﬁore variability
along the 'sociopedagogic' dimension." The study suggested
that additional research be conducted to clarify the
"sociopedagogical"‘dimension and test various ethnopedagogic
hypotheses pertaining to it (Final Report, pp. 35-37).

This research attempted to reexamine the dynamics
of the "sociopedagogical” dimension of the previous study.
By virtue of the fact that the Armenian and Greek échools
were both representative of IB ( (im)migrant based
biliteracy), one might assume that they would evidence
"degrees of similarity" in respect to the acquisition of
biliteracy. Thus only these two schools constituted the
present study sample. The research focused on the " (socio)
pedagogy" of reading skills acquisition in English and in
the ethnic tongue (ET) at the sample schools. It aiso
explored whether there were similarities and differences
between the two schools and between grade levels on reading

acquisition and the "(socio)pedagogical" variables.

Importance Of The Study

Federal support for bilingual education programs has
been reduced by $23 million from $161 million in 1981 to
$§138 million in 1982 (Holsendolph, 1982). This decrease is
not commensurate with the present and rapidly increasing
population of the more than 3.5 million students whose

functional language is not English. Roos' (1982) prediction

[y
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that this this population will increase by 40% by the turn
of the century further exacerbates the situation of
decreasing funding and increasing enrollments. Only those
educational programs which demonstrate substantial
“"contributions" to the education of the student populations
they serve will be eligyible for the paucity of funds
available fram the federal govermment., It is therefore

i ncumbent upon administrators, supervisors, and educational
poiicy makers %o develop., modify, or refine their programs

to £it the needs of their students.

There is a paucity of data on biliterate reading
acquisition actually observed in the classroom, and on the
"(socio) pedagogical" variables that occur in relation to

that reading acquisition. fTeachers and researchers can

obtain wvaluable insight into the prccess of reading
acquisitio.t characteristic of a first language and a
second lahguage through this analysis of the mnltiplic;ty
of pedagogical variables which may be related to biliter-
aéy development in the early primary grades.

Research on the dynamics of reading acquisition in
relation to performance outcome must speculate on what
variables should be examined in future studies. Given
the myriad of process variables it would be helpful for
educators to know what specific pedagogical variables
are actually related to reading acgquisition. Such findings
might give educators a more accurate picture of smme of

the actual reading acquisition dvnamics that can be

LM
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utilized in developing curricula and teacher training

bilingual education programs

Statement of the Problem

In an ethnographic examination of two schools
rééresentative of (im)migration based biliteracy,

What are the pedagogical variables that

characterize English and ethnic tongue ({(ET)

initial reading acquisition?

"For many ethnographers, an essential characteristic
of ethnography is‘that it is open-ended and subject to
self-correction during the process of inquiry itself"
(Hymes, 1978, p. 8). Because ethnography is philosophically

based in phenomenology, -the ethnographic researcher would

do best not to formulate fixed assumptions and variables
which can be tested by administering a questionnaire or
a standardized test. Therefore, this ethnographic
investigation attempted to examine the dynamics of the

following -

theoretical construct:

In different schools representative of the same
constellation of biliteracy, there will ke
identifiable pedagogical variables that charac-
terize English and Ethnic tongue (ET) initial
reading acquisition.

opverational construct:

In the primary grades of the Armenian and Greek
Schools, representative of immigration based
biliteracy, certain pedagogical variables will be
significantly related to English and ethnic tongue
(ET) initial reading acquisition.

The following questions, derived from the literature

on biliteracy acquisition and reading research, gave rise

24




to the kinds of questions that were looked at in the

process of initial reading acquisition fcr English and the

ethnic tongue

and related " (socio)pedagogical" variables;

across the primary grades in both schools. Differences

between schools and between grade levels on these variables

were also examined.

1. what

are the sizes of the classes where reading

acquisition takes place?

2. Where is reading acquisition taught in the school

(in’ class, out of class, out of school)?

3. Who teaches reading (academic personnel, non-

acadenic
4. What

(English
5. What
learning
6. What

with the

persons)?

is the sequence of languages being taught
first, ET first, both simultaneously)?

is the intended and/or actual subject(s) of
at the time of the protocol observation (PO)?
is the language used (medium-of learning)

intended and/or actual subject(s) of learning?

Do the two languages influence one another?

7. What methods, approaches, strategies, and units

of instruction are used in teaching reading?

8., What
Where do

types of materials are used to teach reading?-:

they come from? What types of themes do the

materials contain? Are they related to ethnic or

secular concepts?

9. What, if any, are the unobtrusive measures o=

ny
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literacy present ir the classroom and outside of
the.class?

10. What types of out cof class .eading experiences
are there both within and ocut of the school?

11. What, if any, evidence of cultural congruence
or cultural sensitivity is manifested by pup.ls
and/or teachers?

12. Is there any representation of motivation for
literacy acquisition present both in and out of

school?

Delimitations

l. It was not the intention of this study to examine pro-
ficiency as a variable, but to utilize an ethnographic
approach to acquire information regarding classroom process
variables related to initial reading acquicsition.

2. Class activitv.was the basic unit of analysis. There-
fore, individual student variables such as sex, prior andé
outcome ‘reading levels, socio-economic status and back-
ground characteristics were ‘not examined.

3. Classes and grades were delimited to thos- in which
initial reading was taught.

4. The duration of time that study variables cccurred was

not considered.

Limitations

l. Schools used in this study were not randomly selected.

[ S ¥al
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¢ ' They were considered to be typical of the universe of some
1500 minority ethnic community all-day schools (Fishman et
al., 1982).
2. Observational reports were derived disproportionately
from the first grade (Fishman et al., 1982).
5. .Observations were not spread through the entire first
vear and only through one-half of the second year. Literacy
acquisition phenomena particular to the first month and last
% month of the school year are underrepresented in this study
f (Fishman et al., 1982).
4. Inter-year stability within the schools studied was not
high. For example, because of financial exigencies and an
accompanying increase in immigration of non-English families
the Greek School experienced a major increase in class size
(Fishman et al., 1981). The Armenian School experienced the
loss of their first grade Englfsh teacher, who spoke Armenian,
at the end of the first year of the studf. A- first grade
teacher who spoke no Arménian was hired in the second year of
the study. Fishman et al. considered this to be a random
error factor.
5. Although the original data collection (Fishman et al.,
1979-1982) provided for observer reliability the observers

had no knowledge of the Greek and Armenian languages.

Assumptions

1. The schools selected for the study were assumed to

be representative of the universe of some 1500 minority ethnic

<7
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community all day schools in the U.S. today. They were
sponsored by local ethnolinguistic communities and are
frequently associated with ethno-religious tradition (Fishman
et al., Final Report/Pgrt I, 1982, p. 2). | |

.2. The Armenian and Greek Schools selected for the study
were repreéentative of an (im)migration based biliteracy
tradition (Fishman et al., 1980, p. 51) and similar biliteracy
reportoire ranges (Fishman et al., 1979, pp. 13-16).

3. The schools selected were representative of the
middle-class in regard to socio~-economic status and in.
standards of attainment (Fishman et al., 1982).

4. The schools were similar in other demographic ways.
The sample set, "class", was composed of students who were
primary native born, English dor .ant and from bilingual
speaking and modestly biliterate .omes: The teaching and
administrative personnel also tended to be predominately bi-

lingual and biliterate (Fishman et al., 1982) .-

Definitions °

The following definitions serve to clarify terms used

in the text of this investigation.

Actual.subject(s) of learning refers to the actual

subject(s) being taught at the time of the observation..

Analytic parameter refers to a "caterory" or "variable"

selected for analysis in this investigation. within this
study it shall be referred to as AP.

Approaches to reading acquisition in this study refers

Do
Qo
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to one of the following approachss; the Experience Approach

(Lamoreau & Lee, 1943), the Basal Reading Approach (Harris,
1956) and the Individualized Reading Approach (Evans, 1953;

Olson, 1952). (See Approaches to Initial Reading Instruction,

Chapter II, pp. 43-45 for definitions and discussion.)
Bilingual in this study refers to being able to speak
two languages; English and the ethnic tongue (ET).

Biliteracy as defined in the traditional sense means

the ability to read and write in two languages. In this
study it refers to the ability to learn to read in English
and the ethnic tongue (ET). Three types of biliteracy in-

clude language of wider communication biliteracy (LWC),

traditional biliteracy (TB) and (im)migration based biliteracy

(IB). LWC biliteracy is acquired from an directed towards
interéroup communication. TB is used for intragroup purposes
with a strong authenticity of language maintenance stress.

IB is similar to LWC but has a speech community which has
moved to a new environment. 1IB is also simil;f to TB but

has a newly acquired, not indigenized literary tradition

(Fishman et al., 1980, pp. 49-51).

Cultura; congruence in this study refers to any
indication of the relationship between the teachers and
stuaehts that is close and caring (Cazden, Carrasco,
Maldonado-Guzman, 1980).

Dimension is used in the present study in the psycho-
metric sense, i.e., an independent source of variation
common to or underlying, in this case, a group of reading
acquisitionAprgqegg V§£i§§l§§ (Rummel, 1970).

»
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Ethnic tongue refers to the other-than-English language
being taught or used in and out of school. 1In this study

it shall be referred to as ET.

_Ethnicity of reading materials refers to materials used

in reading lessons that contain themes or references to
particular social group characteristics. These could include

religious, linguistic, cultural, or societal references.

*Ethnography in this investigation refers to an
anthropological investigatory methodology which is applied
to educational settings. The educational researcher wants
to understand what is occurring in the education setting,
how it is occurring, what definitions of the events the
participants hold about these occurrences, and what it takes
to participate as a member of the varicus groups within and
across thesé occurrences. The ethnographer doesn't judge
what occurs. He describes what is occurring and discusses

the recurring patterns of behavior (Green and wallat, 1981,
p. xiii),

Medium of communication refers to the language actually

being used at the time of the protocol observation; English,

ET or both.

Methods of teaching Feading refers to the various
analytic (from whole to part) and synthetic methods (from
part to whole) described by reading researchers.

Analitgé methods include the whole word method, the
sentence method (Harris, 1956), and the intrinsic phonic

method (Chall, 1967). With the whole word or "look-say"

{r
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letters of a word in sequence and then the word is

15

method the entire word is pronounced and combined with other

words to form sentences. The sentence method involves

teaching the child one sentence at a time and then dividing
the sentence into words (Harris p. 70). Sight reading is

stressed with intrinsic phonics. Phonics is introduced

later through the process of analyzing sight words (Chall,

p. 103). |
Synthetic methods include alphabet spelling (Harris, .

1956) , the éystematic phonic method (Chall, 1967), synthetic

word families (Aukerman, 1971), and syl labaries (Cunningham,

1975). The alphabet spelling method involves the naming of

pronounced, e.g. "c"-"a"-"t"=K 2t (kat) (Harris, p. 69).

With systematic phonics the letters of a word are pronounced

and then sounds are combined into & word (e.g. "k"=" & "

nen. = ket Chall, p. 102). In syn.»etic word families

words are built on a base sound unit either in the

beginning, medial or ending position (e.g. -2 t (at),

f-2 -t (£3t), b-az -t (bat)). Syllabaries involve the
syl lable as the unit of pronunciation. Syllables are

combined to pronounce words.

Protocol observations are the actual ethnographic

records made by the researchers in their visits to the
schools. In this study each observation is referred to as
Protocol (P).

A protocol observational unit is referred to as any

field note reference to the "sociopedagogy" of reading

3 i i
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acquisition and provided for in the analytic parameters of

variables of the coding manual. In this study each obser-

vational unit is referred to as Protocol Observation (PO).

Reading acquisition refers to those skills, techniques,

methods, and approches used to enable youngsters to become
literate in English and ET.

Reading strategies refer to one or more schemes of

having the students read. These may be either oral or
silent.

Sequencing of languages is referred to as the language

order in which reading acquisition skills are first taught;
English~-first, ET-first, or both simultaneously.

Sociofunctional refers to the dimension of ethnographic

interaction that involves the Iunctions of literacy for a
particular speech community (Fishman, 1979).

Sociographic refers to the dimension of ethnographic

interaction that involves writing systems (Fishman, 1979).

Sociolinguistic refers to the dimension of ethnographic

interaction that involves the spoken varieties of language
(Fishman, 1979).

Sociopedagogical refers to the dimension of ethnographic

interaction that involves the "culture" of school related
activities (Fishman, 1979).

Speaking in this study refers to vocgl communication of
the system of sounds (phonics) of a particular language. It

refers to either letter-sound correspondence, syllable-sound,

3e




or word-conceot units.

Unobtrusive measures. In observational research

unobtrusive measures are indicies of classroom interaction

and other educational settings that do not require \;
behavioral observations of a person(s) or activity. They J
are not susceptible to the distortidn that may occur when
‘the individual knows he is being ohserved (Webb et al.,
1966) .

In this study, unobtrusive measures refers to any
"sign" of reading materials present in classrooms, hallways,
lunchroom, library, auditorium, playground, church, etc.

Writing in this study refers to the formation of
characters (letters, words, symbols). These characters have .
basic components that are either letter-sound characters,

syl lable-sound characters, or word-concept characters,




CHAPTER II
REVIEW OF RELATED LITERATURE

The present spddy was undertaken in order to explore
what pedagogical and related variables are identified in the
academic process of initial reading acquisition of English
and the ethnic tongue: The purpose of this chapter is ‘o
provide a theoretical Packground for the study design and
the interpretation of the data. Presented in this chapter
are theory, concepts, and research for the following areas:
(a) language and literacy acquisition; (b) bilingualism and
biliteracy; (c) the initial reading ¢ .quisition process; and
(d) social, psychelogical and cultural influences on the (bi)

literacy acquisition process.

Language and Literacy Acquisition

The theoretical literature in the field of ;anguage
acquisition is related to two major theories in the litera-
ture on learning: Behaviorist Theory and Cognitive Theory.

Behaviorist Theory rests on the belief that our knowledge
originates from experience. The behaviorist position on
language is based on the theory of operant conditiﬁning and
it regards language as a behavior that is learned. Behavioral
linguists do not believe that humans have any innate capaci-
ties but rather believe that all learning (including language
learning) is governed by the same factors thch underlie alx
man's ai.mal and human behaviors (Osgood, 1957; Staats, 1968).

Behaviorist Theorf states that the individual's language is
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composed of a repertoire of skills that must be learned. The

theory stresses that language behavior is a continuous. process’

that can only be measured by the individual's observable
performance. The child begins early language learning through
environmental stimuli which result in direct instrumental
conditioning. By means of a learned repertoire of speech
patterns, theﬂchild’legrnSHto“reSpond’verbally to his feelings
and sensations and learns to control his speech response.
‘Behaviorists believe that verbal stimuli by other individuals
control a person's behavior. The amount of language that is
learned depends on the amount of stinulation given by others
or the amount of environmental stimuli. The theory holds
that a child is rewarded when his verbal responses match those
produced by an authority figure. The theory also states that
children learn their own language repertoire primarily through
imitation of adult language. .

Behaviorists do not stress language acquisition as
a developmental process but as a learned process; Biological
and maturational factors are not stressed or considered of
muéh importance (Carro-Kowalcyk, 1982).

Cognitive theorists beiieve that a child is biologically

predisposed to language acquisition because he is endowed

with a "Language Acquisition Device" (LAD); hypothesized as

a set of universal language categories or an innate set of
structures which define the language content of the mind.
Language acquisition is eXplained~in Cognitive Theory as the
child's ability to select from natural language "inputs"

which he filters through LAD and builds a theory or a
' 35
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geneéative grammar (Carro-Kowalcyk, 1982).

Chomsky (1957) stated that no senteﬁce regardless of
its simplicity can be devéloPed without the language learner's
applying basic éyntatic relations. Chomsky's model also
distinguishes between an individual's linguistic competence
(the language he understands) and his linguistic performance
(the language he uses).. It proposes that competence is
primary and performance secondary.

Unrel;ted to. either of the above theories but a pertinent
opinion regarding léqguage and initial reading acquisition,
%é Week's (1979) belief that an early emphasis on the
a?quisition of reading can enrich the "total language base"
(Bther language skills) by increasing a reader's vocabulary
and by providing different opportunities for children to
encounter different sentence structures in reading than in

speech. -

Schumann (1978), Hymes (1980) and Stubbs.(1980) believe
that the study of literacy is a study of the distribution of
reading and writing skills and of the knowledge of their use.
Literacy studies ideally combine investigations of proficien-
cy with studies of social use. The present concern is to
develcop models for integrating these areas of investigation

to reassess what it means to be literate.

The ethnographic approach used in the present study is
more directly related to behaviorist theory in that it is

concerned with observable process variables rather than with

36
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internal processes. The process variables that were observed
in relation to English and ethnic tongue reading in the
present study are described later in this chapter in Initial

Reading Acquisition Process (pp. 35-50).

; Bilingualism and Biliteracy

The present examination of the acquisition of initial
reading in. English and the ethnic tongue in relation to
process variables was undertaken because of lack of such
previous cesearch. The following literature on bilingualism
and biliteracy deals extensively with conceptual typologies
of Loth. The oft-used t'ea.*:m "proficiency" with regard to both
first and second languages, is seldom defined in the theo~-
retical literature; empirical studies in these areas have
operationalized proficiency as reading scores. However,
the present study was not concerned with proficiency in either
language, nor with whether English was the first (L;) or

second (Lz) language.

Bilingualism

According to Hamers (198l) there does not seem to be
anf agreement between scholars as to the definition of
"bilinguaiism." Some scholars take the pdsition that a
bilingual person is somepne who possesses some asility with
one of the four skills; i.e., speaking, understanding,
reading, and writing, in a language other than the mother

tongue (Macnamara, 1967). Some have adapted the definition
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to include the ability to speak one's own natiée language
and another with approximately equal facility (Gudsqhinsky,
1970), while others have broadly defined it as the practice
of alternately using two languages.(Weinreich, 1953).

The literature also defines bilinggalism in a number
of ways)depending on the relative degree of proficiency a
person may have in both languages (Weinreich, 1953; Albert

and Obler, 1978; Kessler, 1971; McLaughlin, 1978).

Language Proficiency and Biliteracy

Proficiency in bilingualism is no indication of pro-
ficiency in biliteracy. According to Cummins the question
of how the development of first language proficiency relates
to the development of second language proficiency has re-
ceived little agtention until recently in the context of
bilingual education . He believes this lack«oé research
stems from a failure to actually conceptualiz:e the construct
of language proficiency (1980a).

According to Olier (1978, 1979) there exists "a global
language proficiency factor which accounts for the bulk of
the reliable variance in a wide variety Sf language pro-
ficiency measures" (1978, p. 413). Cummins argues that two
types of proficiency exist: one which he labels BICS (basic
interpersonal communicative skills) and the ofher CALP

(cognitive/academic language proffciency). While the former

encompasses such skills as oral fluency, phonology and socio-

]
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linguistic competence, the latter deals with those skills
that are rclated éo "reﬁding and academic aspects of language"
(Cummins, 19804, p. 74).

Many definitions have been attached to the construct
"literacy" (Barkin, 1981; Halliday, McIntosh and Strevens,
1964) . One of the least v;gue is that of éLdschinsky (1970) who
states that a literate person is one "who in a language he
speaks, can read and understand anything he would have under-
stéod if it had been spoken to him; he is one who can write,
so that it can be read, anything he can say". Thus, by the
term "CALP" Cummins is actually referring to literacy, the
knowledge of skills which go beyond the basic linguistic
skills needed in speaking but which are essential to reading
and writiﬁg.

Cazden (1974) alsc making a distinction between the
skills required for speaking and listening and those required
for reading and w?iting, uses the term "metalinguistic
awareness": ", . .a special kind of language performance,
one which makes special cognitive demands, and secms to be
less easily and less universally acquired than the language

performances of speaking and listening" (p. 29).

Cummins also regards metalinguistic awareness as one of

the aspects involved in CALP. One of his main arguments for
insisting that there are two types of proficiency is that
while "with the exception of severely retarded and autistic

children, everybody acquires basic interpersonal comumicative
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\
skill regardless of IQ or academic aptitude" not everybody
is able to acquire cognitive/academic skills with the same
|

- ease (1980c, p. 101).

Types of Biliteracy and Their Functions. Fishman (1980b) -

. defines three types of biliteracy which serve as a basis

for understanding the relationship of languagé use and its
functions. According to Fishman there are three basic types
of biliteracy. These are language~of-wider-communication
based biliteracy (LWC), traditional based biliteracy {(TB),
and (im)migration based biliteracy (IB). LWC based biliteracy
is "acquired by individuals who are already literate in one
ethnocultural language®”. It is usually the result of the
expansion of econo-technical, commercial, religious, ideo-
logical or cultural establishments (p. 49) and is usually

directed towards intergroup communications. Examples of

languages that can be placed in this category are English,
French, and Russian.

TB has been historically used for intragroup purposes

with a "strong authenticity or language maintenance stress".
Examples of TB can be seen in the use of two languages which
are "genetically" related as Jewish biliteracy i: Hebrew and
Judeo-Aramaic; in Greek as Katarevusa and Demotiki; and in
Chinese as Mandarin, Modern Pekingese and Cantonese (p. 50).
Some of the characteristics of IB based biliteracy
'iﬁclude characteristics of the other two kinds. 1IB is

"acquired from and directed toward.: intergroup communication"
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children in the bilingual education programs at Rock Point

as LWC, but has "a speech cémmunity that has moved towards a
new language enviromment". Its maintenance stress is strong

as with TB but it has a newly acquired, not native-like,

literacy tradition. Both the Armenian and Greek Schools of
the present study are representative of IB based biliteracy.

Spolsky (1982) believes that discussions about
bilingualism or bilingual education must distinguish "the
pedagogical question of how best to educate children of a par-
ticular language background from the political question of
what language variety to use" (p. 142). He believes that
language educational policies must regégnize the "reality of
literacy that exists in the community". One example of this
type of difficulty is referred to in the literature as
"diglossia" (Spolsky, 1974, DeSilva, 1976; Ferguson, 1959).
In diglossic situations thé written language is quite
different from the spoken language and affects the
acquisition of reading skills.

Spolsky cites a recent attempt to address this issue in
the Rock Point Navajo Reservation study reported by Posier '
and Holm (1980). Despite the fact that the uﬂmarked
language for oral use on “he Navajo Reservation is Navajo

and the unmarked language for written use is English,

are taught to read and write in Navajo first. Results have
shown that these children are, by the third grade, reading
better in English than those who have had English from the

beginning of their education. 2lthough litéracy in Navajo
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was purely a means to achieving English literacy, educators
h ave beguﬁ to use it functionally (for signs, administrative

business, etc.). Spolsky anticipates- that wider roles for

Navajo literacy will develop so that it will not only be
used as a learning medium but as a functional written
language.

' In relating the functions of language use to the
present study Fishman (1979) stated that of the schools
chosen for the study the biliteracy functional repertoire
range for both the Greek and Armenian Schools were
characterized by a full range for reading and writiqg in ;
English but a restricted range for itc ethnic tongue

counterpart. 1In other words, litefacy in Greek and Armenian
_ethnic day schools in N.Y.C. is primarily restricted to

ethnic experiences of a religious, textual or ethno-communal

nature. (1979, p. 14) Most of these and other schools
representative -of this type of biliteracy (Ukranian,

Chinese, Japanese) "foster mastery of their own

writing/reading traditions. . .whereas English is given

broad range treatment" (p. 15).

Bilingual Education. Scme of the major issues with re- .-

gard to bilingual education are the relationshkip between

proficiencies in first and second languages; the order in

which they are learned that results in greater proficiency

in the second languzge; and the varying objectives of types

of bilingual education programs.
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Proficiency in L] and Lo. Adversaries of bilingual

education have long argued that if children for whom English
is a second language are dificient in English, they need
instruction in English, not in their first language, since
learning in Lj will not improve their proficieny in Ly. This
argument implies that (a) proficiency in L] is separate from
proficiency in Ly. 1In addition, if L; and Ly proficiencies
are separate, then content and skill learned through L; cannot
trnasfer'to L, and vice-versa. The supporters of such a

model would see bilingual proficiency as two separate pro-
ficiencies (De Jesus, 1982).

Cummins states that despite its intuitive appeal there
is not one shred of ev1dence to support the Separate Under-
lying Proficiency Model (SUP) (1981).

In order to address the above problem in bilingual
education, the controversial issue of when minority-language
students should be exited from the transitional bilingual
programs (Fishman's 1976, Type I) into regular classrooms in
an Ly dominant culture, Cummins proposed Interdependence Hy-
pothesis of a Common Underlyiag Proficiency'(CUP) model which
sees the literacy-reléted aspects (CALP) of a bilingual's
proficiency L; and L, as common or interdependent across the
two languages and that they stem from the same underlying
knowledge (De Jesus. 1982, See Figure 1, 2, 3 for illustrations,
PpP. 28-30). _

Like Cummins, Goodman {1982 believes that there are
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FIGURES 1,2,3

CUMMINS' SUP AND CUP MODELS OF BILINGUAL PROFICIENCY

12

Figure 1. The Separate Underlying Proficiency (SUP) model
of bilingual proficiency. (From "The Role of Primary Language
Development in Promoting Educational Success for Language
Minority Students” by James Cummins, 1981)
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FIGURE 2

COMMON UNDERLYING PROFICIENCY (CUP) MODEL

Common
Underlving
Proficiencv

-

Figqure 2. The Common Underlying Proficiency (CUP) model of
bilingual proficiency. (From "The Role of Primary J-anguage
Development in Promoting Educational Success for Language
Minority Students"” by James Cummins, 1981)
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FIGURE 3

DUAL-ICEBERG MCDEL

Surface Surface
Features - /\ Features
of L1 of 12

Common
Underlying
Proficiency

Pigure 3. The "Dual-Iceberg" représentation of bilingual
proficiency. (From "The Role of Primary Language Develop-
ment in Promoting Educational Svccess for Language Minority
Students" by James Cummins, 1981). g
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psycholinéuistic universals in the process of learning to
read one's native language as well as reading a second
language: "Learning to reéd a second language should be :
easier for someone already literate in another lanauage,
regardless of how similar or dissimilar it is" (p. 63).

There are several studies in which moderately strong
correlations (r=.46 to .69) have been found between reading :
scores in L;-and Lzzin Fante and English bilinguals in
Africa (Bezanson and Hawkes, 1976); in Enclish and French
bilingual -children in Canada (Swain, Lapkin and Zarik; 1976);
and in Spanish and English for Mexican-American children
(Oller, Baca and Vigil, 1977).

Consistent with these findings is Fishman's (1979) hy-
pothésis that "the major 'unknown' with respect to biliteracy
acquisition may not be so much that two languages are involved
instead of the more common one, but that each provides a
hitherto unrecognized context for learning, u;ing and evalu~-
ating th° other” (p. 1 ).

Order of Learning Li and L2. Some educators in the field

of reading as Gudschinskf (1970) believe that a child must
Yirst become literate in his native language and then in the
second langnage. In this way, the culture shock is minimized :
for the child entering school and utilizes the child's fluency

in his own language in learning reading and writing skills.

Once a child has developed literacy in the mother tongue,

learning to read and write in the second language can follow.

Nancy Modiano (1972) also supports this theory:

47




: Learning to read in a foreign language is far more
difficult and confusing than learning to read in
one already known. Youngsters who. first. learn -to
read in the mother tongue, approach reading the
second language strengthened by their existing

: skills. Only those children whose mastery of both
e -7 7 “‘languages—is -so-strong that ‘they can fully comore-
hend the beginning reading materfials :an receive
instruction in either language (p. 7).

- . The literature theoretically and empirically supporting .
simultaneous learning of both languages (Hoffman, 1969;
Lambert and Tucker, 1972; Belinsky and Peng, 1974; Montoya,
1975) revolved around the issues addressed by the Lau decision

with regard to bilingual/bicultural instruction, which is

; déscribed in the section entitled Bilingual/Bicultural Programs
; on. pp. 32-33.
Twe studies (Skutnabb-Kangas, and Tonkomaa, 1976;
Cummins et. al., 1981) relating age on arrival to immigrant
students L, acquisition suggested that older immigrant students,
whose literacy skills were bettev developed, acquired greater
English proficiency faster than younger immigrant students.
The authors of the 1976 scudy suggested the following
as an explanation for these findings:
; Thelir skills in tke mother tongue have already
) developed to the abstract level. TFor this reason
they reach a better level in the mastery of Swedish-
language concepts in quite a shorter time than
those who moved before or at the start of school,

and before lorig surpass even the immigrant children
who were born in Sw “en. (p. 76).

Types of Bilingual Education Programs. Fishmaun (1976;
Fishman and Lovas, 1970) proposed a typology of bilingual

v education programs based on different kinds of community
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and school objectives, and suggested that various kinds of

programs assume and lead to particular societal rules for the
languages taught. Fishman stated that most American elementary.

bilingual education programs are of Type I and Type III.

Type I: Transitionai Bilingualism. In such a
program Spanish is used in the early grades to the
extent necessary to allow pupils to "adjust to
school" and/or to "master subject matter" until
their skill In English Is developed to the point
that It alone can be used as the medium of
Instruction. « .such programs. . .are basically
Interested. « .In arriving at the state of English
monotingua.l educational normality just as soon as
Is feasible.

Type Il: Monoliterate Bilingualism. Programs of
this type Indicate goals of development in both
languages for aural-oral skills but do not concern
Themselves with |lteracy skills In the non-English
mother tongue. Thus such programs emphasize
deveiloping fluency in Spanish as a link between
home and school, . . .but they are not concerned
with the development of Iiteracy skills in
conjunction with work, government, religion or
book~culture generally,

Type Ill: Bi.iitarate Bilinqualism, Partial. This
kind of program seeks fluency and literacy in both
llanguages, but [iteracy in th2 mother tongue is
restricted to certain subject matter, most
generally related to the ethnic group and its

. cultural heritage . « .reading and writing skills
in the mother tongue are commonly developed in
relation to the social scliences, |iterature, and
.the arts, but . not in science and mathematics. .
.programs of this type are conducted by numerous
American ethnic groups in their own supplementary
or parochial schools.

Type IV: Biliterate.Bilingual, Full. In this
kind of program, students are to develop all
skills in both languages In all domains.
Typically, both languages are used as media of
instruction for all subjects (except in teaching
the languages themselves). « ...From the
viewpoint of much of the linguistically and
psychoiogically .oriented |iterature this is the
ideal type of program, since. . .it resul+t+s in
"balanced, coordinate bilinguals - chi!dren
capable of thinking and feeling in either of two
languages independently (pp. 24-26).
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The questions raised in the.foregoing literature.were
not examined in the present study. Cummins (1980a) contended
that "there has been relatively little inquiry into what.
forms of language proficiency are related to the development

of literacy skills in school contexts, and how the development

|
|
l
:

of literate proficiency in Lj (first language) relates to .

tpe development of literate proficiency in L, (second language)"

p. 27). Fishman (1977) quoted in Chapter I (p. 4 ); Bruck

et al., (1979), quoted in Chapter III (p. 61), Haddad (1981),

and Stubbs (1980) have all emphasized the lack of direct

classroom ob.ervation of the process variables associated

with the acquisition of initial réading skills in a bilingual

classroom setting. Thus the present study was an exploratory
ore for the purpose of identifying those pedagogical process
variables.

The Executive Summary of the Significant” Bilingual
Instructional Features Study (Fisher and Guthrie, 1983) fo-
cused on five ethnolinguistic groups of Limited English Pro-
ficiency (L7P) students (Mexican, Puert. «ican, Cuban,
Cantonese and Névajo) in classes which represented "success-
ful" bilingual programs, as nominated by local school and
ccmmunity constituentz. The study further focused on
programs in which English was assumed to be Lj with "native"
or "home" language being Lj, although proficiency data were
not presentéa. Structured observations of instruction
provided qualitative data on organization of instruction,-

allocation'of'time, language use, active teaching behaviors,
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academic learning time, and student participation styles.
The only process variable in that study that corresponded
to the present study was language used:

During basic skills instruction, English was
used by instructors approximately 70 percent

of the time while the students' home language
was used during instruction most oftemn to
develop lesson content. The use of substantial
amounts of the students' home language was
associated with positive learning behaviors for
LEP students (p. iii).

.0

. The following section presents background literature

present study; and were examined with regard to their relation-
ships toc the acquisition of initial English and ethnic tongue

|
on the variables that were observed ethnographically in the y
reading.

Initial Reading Acquisition Process

The literature focuses on two major points of view on

initial reading acquisition: An emphasis on the "decoding"
s . of print into sound via letter-sound relations, and an

emphasis on getting the "meaning" from print (Carroll, 1970).
This distinction is not clear cut and has for years been
debated and chal}engéd by reading researchers intefested in
finding the "best" method(s) for teaching initial reading
in United States schools. 1In ad&itipn to the variabies
that constitute these methods, theory and research literature
on: initial reading acquisition has described and typed pro-
grams accoxding to strategies, approaches, classroom organi-
zational units, materials, and themes. It seems that the

literature on these topics has not addressed biliteracy
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acquisition. 'This section is concluded with the theoretical
issue of what might be "desirable" for the initial reading

acquisition process.

Reading Methods

In 1955 Rud&lf Flesch released)"why Johnny Can't Read",
one of the moest publicized attacks on the then current views
of using the sight method to teach beginning reading. His
scathing criticism and denigfation of the position of
leading U.S. reading authorities led to two large scale
reading investigation projects. These were the First Grade
Reading Studies funded by*USOE (1964~-1967) and the Carnegie
Corporation Research Project (1962-196?):

Bond (1966), director of this USOE project, indicated
that no matter what the underlying method of beginning read-
ing was, word-study skills needed to be emphasized and taught
systematically. Dykstra's‘report (1967) on data from the
project suggested that the successful "code" emphasis
programs utilized both analytic and synthetic phonics in-
struction and might include other characteristics that
accounted for tuneir effectiveness. He urged that additional
research be done to investigate what "single" or set of
characteristitus makes one prog?am more effective than

another.,

The investigations conducted by the Carnegie
Corporation Project published in 1967 by Jeanne Chall

followed‘a variety of research approaches. Aamong these were

P>
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‘experimenéa}_studies, correlational studies, and clinical -
case studiea:

Qhall's analysis of these studies strongly favored a
code emphasis over a meaning emphasis in initial reading
instruction. '

My analysis of the existing experimental
comparisons of a meaning emphasis versus a
code emphasis tends to support Bloomfield's
definition that the first step in learning

to read in one's native language is es-
sentially learning a printed code for the
speech we possess....Early stress on code
learning, these studies indicate, not only
produces better word recognition and spelling,
but also makes it easier for the child eventu-
ally to read with understanding-at least up to
the beginning of the fourth grade, after which
point there is practically no evidence.

The correlational studies support the experi-

mental finding that an initial code emphasis

produces batter readers and spellers. They

show & significant relationship between

ability to recognize letters and give the

sounds they represent and reading achievement.

Aithough knowledge of letters and their sound

values does not assure success in reading, it

does appear to be a necessary condition for

success. In fact, it seems to be more essential

for success in the early stages of reading than

high intelligence and good oral language ability.
(pp. 83-85)

Chall (1983, a) hypothesized the reading process as a
set of five stages of reading development akin to Piaget's
six model of cognitivé development. Chall contended that it
is in stages "0" through "2" that the task of decoding and
mastering the print takes places,

Stgge 0: Prereading; Birth to Age 6:

«es. The children grow in their control over
various aspects of language - - syntax and words,

o) . :
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And they gain some insight into the nature of
words: . . . that they can be broken into parts,
and that the parts can be put together (synthe—
sized, blended) to form whole words . . .

Stage 1 - Initial Reading, or Decoding’ Stage;
Gradeds’'1-2, Ages 6-7:

The essential aspect . . . is learning the
arbitrary set of latters and associating these
with corresponding parts of spoken words . . .

Stage 2 - Confirmation, Fluency, Ungluing from
Print; Grades 2-3, Ages 7-8:

« « o Although some additional, more complex phonic

elements and generalizations are learned during

Stage 2 and even later, it appears that what

most chilaren learn in Stage 2 1s to use their

knowledge . . . They gain courage and skill in

using context and thus gain fluency and speed . . .

(pp. 17-18)

Other recent views regarding “decoding® include those
of Ehri and Wilce (1985) who believe that ". .« . instruction
in phonetic analysis is essential . . . The type of phonetic
analysis suggested is familiarity with the names or sounds
of alphabet letters appearing in spelling.. Whereas phonetic
analysis is viewed as central, instruction in visual process-
ing of words is viewed as a waste of time" (p. 177).

Adams, Anderson and Durkin (2984) and Gonzalez (1984)
considered the value of decoding in relation to comprehension.
Adams, Anderson and -“°» believe that in order for the
reading process to work, be¢inning readers must i¢ tify
words automacxcally through presenting pattexns of letters,

not individual ones. They emphasize that "decoding™ should

be taught as a ". . . type of problam solving that doesn't




39

begih with ready-made answers but, rather seeks one out with
the help of both a Qord's spelling and of the context in
which that word is embedded." They go on to state that it
is only rapid decoding that assists comprehension (p. 127).

Gonzalez's concern for the "how" of introducing nonnative
English speakers to Inltlal reading instruction in Engllsh
feels that .classroom teachers must assess the language pxo-
ficiency of these children as well as ". . . the linguistic
demands of the stories used" in order to provide sufficient
preparation for them. "Otherwise, nonnative English speakers
may essentially be acquifiné skills of 'decoding' written
language which they do not understand” (p. 450).

Smith's (1978) concepts are representative of reading
researchers who are proponents of initial reading
acquisition with an emphasis on getting the meaning from
print. He postulates that "Learning to_readmdoes not
require the mémorization-of letter names, or phonic rules,
or large lists of words...nor a matter of application of
exercises and drills...nor a child relying on instruction,
because the essential skills of reading - namely the
efficient uses‘ofenon-visual information cannot be taught"
(p.179) . 'He believe$ that reading is making sense of print
and that meaningfulness is the basis of all learning.
"Written words convey meaning directly; they are not
intermediaries for spoken lapnjuage" (p.156). He refers to

the written language of Chinese where ideographs do not

3
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correspond to any sound system, but simply represent

”

meanings.

Smith states that the only way a child can learn to
read is by being given the oppoortunity to generate and test
hypothesis in a meaningful context. He must possess two
insights if he is to learn to read: (1) print is
heaningful, (2) written language is different from speech.

According to Carroll (1970) mature reading involves
eight essential skills. The question of which crder they
should -occur in illustrates the difference between the

"decoding" advocatés and the "meaning" advocates.

Order of Priorities of Reading
Skills of "Decoding" Proponents

1. The child must know the language that he
is going to learn to read. Normally, this means
that the child can speak and understand the
language at least to a certain level of skill
before he starts to learn to read, because the
purpose of reading is to help him get messages
from print that are similar to the megsages he
can already understand if they are spoken. But
language learning is a lifelong process, and
normally there are many aspects of language that
the individual learns solely or mainly through
reading. 'And speaking and understanding the
language is not an absolute prerequisite for
beginning to learn to read;

2. The child must learn to dissect spoken
words into component gounds. In order to be able
to use the alphabetic principle by which English
words are spelled, the child must be able to
recognize thé separate sounds composing a word and
the temporal order in which they are spokenj

3. The child must learn to recognize and
discriminate the letters of the alphabet in their
various forms (capitals, lower-case letters, »
printed, and cursive). (He should also know the
names and alphabetic. ordering of the letters.)
This skill is required if the child is to make

o6
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be apprehended from thesz pvinted words.
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progress in finding correspoandences between
letters and scunds.

4. The child wust learn the left-to-right
principle by which words are spelled and put in
order in continuous text.

5. The child .must learn that there are
patterns of highly probable correspondence between
letters and sounds, and he must learn those
patterns of correspondence that will help him
recognize words that he already knows in his
spoken language or that will help- him determine
the pronunciation of unfamiliar words:

‘6. The child must learn to recognize printed
words from whatéver cues he can use, =--their total
configuration, the letters composing them, the
sounds represented by those letters, and/or the
meanings suggexted by the context. By '"recogaition”
we mean not only becoming aware that he has seen the
word before, but also kitowing the pronunciation of
the word. This skill-is one of the most essential
in the reading process, because it yields for the
reader the equivaient of a speech signal.

7. The child must learn that printed words

are signals for spoken words and that they have
meanings analogous to those of spoken words. While
"decoding" a printed message into its spoken equiva-
lent, the child must be able to apprehend the mean-
ing of the total message in the same way that he
would apprehend the mcaning of the corresponding
spoken message.

. 8: The child must learn to reason and think
about what he reads, within the limits of his talent
and experience.

Order of Priorities of "Meaning™ Proponents

(1) ' The child should learn the language he is
going to read.

(6) The child should learn to recognize printed
words from whatever cues he can use initially, but
only from totazl configurations.

" (7) The child should learn that printed words
2re signals for spoken words, and that meanings can

57 .
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(8) The child must learn to reason and think:
about what he reads. ) -

(4) The.child should learn the left-to-right
principle, but initially only as it applies to
complete words in continuous text.

(3) The child should learn to recognize and
discriminate the letters of the alphabet.

(2) The child should learn to dissect spoken
words into compJinent sounds.

(5) The child should learn patterns of
correspondence between letters and sounds, to help
him in the advanced phases of skill,

(Carroll, 1977, 31-33)

Oral Reading Strategies

‘Chall (1967, 1983) fcund that initial reading skills
were generally teught via silent reading strategies. She
stated thatvthe inhibition of oral and articulatory responses
at the initial reading level retards rather than fosters the

development of meaningful reading. Oral reading should be

an integral part of an initial reading program.

According to Tierney et. al. (1980) the most frequent
oral activity is "round-robin" or "circle" reading where
"...cach student in turn reads a small éortion aloud. ..while
the other students follow along silently" (p.126). Choral
reading, another oral reading strategy is used as a small
group or whole class activity. All the students are
expected to read every line together with "proper"
expression (Allen, 1976).

Two other oral reading strategies relevant gp the

present study iﬁclude modified "echo" and individual. Echo
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reading (impress method) was originally intended to expose
readers to accurate, fluid reading patterns by having a
pupil read the text along with the teacher (Heckleman,
1969). With the individual oral strategy, an individual
student is called upon to read a portion of the text. There
is no system for taking turns-as in round robin or circle
reading.

Adams, Anderson and Durkin (198-) question oral reading,
specifically the "round-robin" strategy. They feel that the
great emphasis on oral reading ". . . is undesirable because
it could inhibit young readers from arriving at the under-
standing that reading is ﬁot saying something to another
but is, instead, getting sbmething from another" (p. 129).

Regarding the use of oral reading, Masland (1984) urges
teachers of reading in multiethnic classrooms to accept and
value the oral and the written language of children who are
bilingual or speak with a dialect and not correct their

English pronunciation while a child is reading a text orally.

Approaches to Initial Reading Instruction

The language experience approach or "experiential"

approach evolved from the experience based on approaches to
teaching reading -of the 1930's and 1940's. (Storm & Smith,
1930; Lamoreaux & Lee, 1943). This approach invélves
facilitating rather than teaching children "how to learn to
read". Students either individually or as a group dictate

sentences or phrases for reading stories based on their

needs Bqd experiences. The teacher guides the class in
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selecting the appropriate words. Other activities include
the use of word banks and creative writing (Allen, 1976;
Ashton-Warner, 1963; Stauffer, 1970).

The utilization of basal readers ;s an approach to teaching
initial reading, ;s well as intermediate level skills, has been
extensively analyéed and discussed (Austin & Morrison, 1963;
Barton & Wilder, 1964, Chall,‘ 1967). "It attempts to give
teachers and pupils a 'total reading program' embodying a
system for teaching reading (inthe teacher's manuals), a
collection of stories and selections for pupils to read (the
readers), and exercises for additional practice (workbooks)"
(p.187). Barton and wWilder fbund.that basal rgaders_were
". . . used by 98% of first grade teachers and by 92 to 94

~ercent of second and third grade teachers" (1964, rp. 378-379).
Most of the basal reader series analyzed by Chall

relied heavily on a whole (sight) word approach to initial
reading with emphasis on "reading" pictures and on reading
for meaning. They tended to introduce few new words, relied
primarily on silent reading of the text, and gave only minor

attention to phonic aspects,

Individualized reading programs focus mainly on tae
students development and not on the materials. They are
based on an individual's self-interest, self-selection and
self-pacing (Olson, 1949) "The teacher's task becomes to
work with each student in an intensive oné—to-one situation
and to tailor reading programs to the specific needs of

those individuals" (Tierney et al., 1980, p.195.)

.
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Chall had difficulty describing the components of an
individuaiized réading program because they varied
considerably; sometimes incorporating basal readers and

group instruction in skills from the readers or workbooks.

Classroom Organizational Units

Jdarita's study (1966), conducted during the period of
the First Grade Reading Studies (1964-1965), attempted to loaic at

alterpatives to the previous traditional beginning reading
classroom organizatiodnal patterns of whole-class, three-five
group(s), and individual.. Hér assumption was that
differences i. :eading ability could be better provided for
within a smaller "child-centered®, whole class
‘organizationél pattern.

The phases of this reading instruction would include
the development of concepts and voczbulary using, a)
experience stories, b) interesting stories from basal
readers, c) stories adapted for use with the overhead
projector, d) other related stories adapted by the teacher
and deplicated for the child. A word analysis skills

worksheet might be given to the class and pupils would bpe

encouraged to wo rk independently. 1In addition an
independent or "individualized" reading period would follow
providing a variety of activities from a child's
self-selection of material to creative activities.

Chall postulated that there is a relationship.between

views on methods of teaching and preferences for

) . N . . . .
[]ihzrganlzatlonal patterns (units) -of reading instruction.
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Basal-reader proponents tended to be in favor of
within-class grouping as the major organizational pattern
along with some individual instruction and self-directed
activities. Most of the systematic-phonics programs favored
whole-class teaching and "depend on didactic teaching-with

the teacher explaining ani the children practicing the sound

letter relatioans..." (p.71).

Reading Materials, Themes, and Unobtrusive Measures

‘Research on the pros and cons of the diverse types,
themes, and uses of reading materials in the classroom is
prevalent in the literature. Two "meaning" proponents
express discrepant. views of the content of reading materials.
Goodman (1982} believes:

Strong semantic input will help the acquisition
of the reading competence where syntactic control is
weak. This suggests that the subject of reading
materials should be of high interest and relate to
tae background of the learners...Reading materials
in e2rly language instruction should probably avoid
special language uses such as literature and focus
on mundane, situationally related language such as

signs, directions, desc¢riptions, transcribed
conversations, etc (pp. 68-69).

Smith (1978) conténds that the kinds af reading
material available for use in most school classrooms is
inappropriate for facilitating reading because they are
based on spoken language written down, not on written
language (p.185). The kiads of reading materials he finds
appropriate for the classroom are coherent stories from
newspapers and magazines, traditional fairy tales, ghost and

adventure stories, history and myths.
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Shuy (1982) emphasizes that the beginning reading
matter found in basal readers or other commercially prepared
materials do not have -a function for the students who are

forced to use them. They represent what he ~alls the

.reductionist theoreticians who claim "...that the gestault

of reading can be learned best by taking natural language
apart, breaking it into little artifical pieces and then

gradually re-assembling it again" (p.30).

Chall observed that almost all the clasées she visited
used basal readers along with supplemental series and
library books. The contents of these basal readers were
found to emphasize familiar themes of sub&rban. white,
well-to-do children (Chall, 1967; waite, 1967). Chall, at
thaé time, strongly recommended folktales and fairytales for
first and second grade reading. 1In a recent publication
(1983) shé found basal readers much improved- through the
inclusion of both urban and suburban themes related to the
lives of multi-ethnic, multiracial populations,

Masland (1984) feels that ﬁooks read by youngsters in
multiethnic classrooms should fit the pupils inteéests and

be of a nonracist nature. Adams, Anderson and Durkin (1984)

‘believe that the traditional use of stories to teach initial

readinT may be erroneous. The teaclier's use of pictures,
found in begirning reading stories, as a stimulus for
reading may create an overreliance on pictures and may reduce

motivation for reading the text.
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Webb et al. (1966) contanded that in cbservational re;

search there are many unobtrusive measures of classroom inter-
action and other educational settings that dé not require
behavioral observations of persons or activities. The present
study attempted to analrze "signs" of unobtrusive reading
materials via their presence in the classrooms, hallways,
lunchroom, library, auditorium, playground, church, etc.

Dimensions of "Desirability" of the Initial
Reading Acguisition Process

The question of what constitutes "good" or "bad" reading

aﬁd‘desirable components of an initial readiiig program have

. Ay

been mentioned in the literature. According to Weiner and
Cromer (1967) much confusion exists in defining "good" read-
ing because the reading used as criteria in research may not

represent all that is meant by "good reading".

The Carnegie Research Project under Chall's leadership
; found "...that a code-emphasis method--i.e., one that views
beginning reading as essentially different from mature
reading and emphasizes learning of the printed code for the

spoken language--produces better results...up to the end of

the third grade" (p.307). A code emphasis should only be
used until the student has learned "...to recognize in priné
the words he knows (because they are part of his speaking
and reading voczbuldry)". Her contention was that although

many teachers develop methods of their own that are better

than. commercially published ones, "The majority of teachers

\).‘ ' ' . 84




49

rely on published reading programs and on the manu;ls that
have a built-in method...One haé to have a method, even if
it s<erves only as a point of departure" (p. 308).

It is Smith's (1982) belief that a "best method" for
teaching children how to read and write will never exist,
"...given the enormous variety in the interests and experi-
ences of children and in the circumstances in which they
will be best able ‘to make sence of literacy" (p. 132).

The present study eiamined the pedagogical process
variables, each one more fully described in Chapter IV, in
relation to English and ethnic tongue reading as subjects
of learning. "Proficiency" was operationalized to meanresclts
in reading tests (reading scores) in previous empirical
studies. Since such data were not included in the present
study, these variables could only be examined in.relation
to what is theoretically desirable.

The present researcher's determination of what is
theoretically desirable admittedly is one of personal prefer-
ence. This bias has been influenced by her experience as a
feading specialist, by her work with Chall on the Carnegie
Research Project (1967), and by her belief in Chall's .deas
(1983 af that stress on "meéniné" can occur effectively only
after the code is broken. This bias is supported by the
current research of Adams, Anderson and Durkin (1984),
Gonzalez (1984) and Ehri and Wilce (1985). Thus, based on
Chall's conclusions that a code emphasis method is more

appropriate at initial reading levels and that oral reading
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is essential for the initial reading process, methods and
strategies representing those procedures were used to explore
dimensions of "desirability" of the process of initial reading
acquisition. fhese dimensions can be examined in the future
in relation to resulting profi.iency and can thus serve as a

step toward the iderntification of "what is best".

Social, Psychological and Cultural Influences

Most of the practical situations referred to as
bilingual involve fac >rs that extend far beyond the
habitpal use of two languages. Reder and Green (1980)
believe that literacy cannot be meaningfully defined or
measured by a single set of values or needs. In a sociaty
as complex as ours, myr’” d influences shape the societal

distribution of literacy practices as well as literacy

acquisition. Both cultural and linguistic factors create
complex problems for educational policy ‘makers concerned
wih providing useful aducation which fosters educational
equity and cultural pluralism,

Four major variables are considered here: setting and
three of social, psychological, and cultural influences on
the literacy acquisition process addressed by Schumann (1978)
(See Table 1, p. 51) in his wmodel of second-language acqui-
sition. He believes that such social and affective factor
variables as motivation, ethnic identity, and cultural

congruence are a2ssential inyredients for language acquisition.

Bilingual/Biculfural Programs

Proponents of bilingual/bicultural programs believe
Lv)
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TAHLE 1

Taxonamy of Factors Influencing Second-Language Acquisition

Social Factors:

. TL Area, .~

Daminance; Nondaminance; Subordination;

Assimlatmn, Acaulturation; Preservation;
Enclosure; Cohesiveness; Size; Congruence;
At titude; “Intended Length of FeS1dence in

Af fective Factors:

_Larﬁuage Shodk; Cultural Shod:; Motivation;
Ego-pemeability.

Personality Factors: \
' _Rejection; Introversior/Extroversion;

Tolerance for Anbiguity; Sensitivity to

Self-estean.

Cognitive Factors:

Cognitive Develcpment; Cognitive Processes:
imi tation, analogy, generalization, 1o te
memorization; Cognitive Style: field depe-
derice, category width, cognitive inter-
ference, monitorimng.

Biological Factors:

Lateralization; Transfer; Infra.ystems.

Aptitude Factors:

Modern Language Aptitude; IQ;
Strephosymbolia,

Personal Factors:

Nesting Patterns; Transition Anxiety;
Reaction to Teaching Methods; Choice of
Learning Strategies,

Input Factors:

Frequency; Salience; Complexity; Type of
Interloautor.

Instructional Factors:

Goals; Teacher; Method; Duration;

Intensity.

(Fram "The Acaulturaticn Model for Seccnd-Language Learning by

John H. Schumann, 1978)
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that the importance of culture in teachiné bilingual
children ig justified by the fact that the bilingual child

encounters quite a number of different problems than the

child who maintains English as the main language of
communication in the home. The concept of culture as

related to bilingual education received a great deal of

attention when the vast nimber of children from Vietnam came
to the U.S. in April 1975. Suddemly, there was a great naed
to learn something about Vietnamese Ianguage and culture,
With the help of the Department of Health, Ed.cation and
Welfare, adequate provisions were made for these children,

Joseph Montoya (1975), believes that bilingual
education is a product of the "readiness" concept of
learning. He feels that the child shat 4 learn to read and
write in the language he brings to schoul with him and at
the same time be introduced to English so he.can learn
to speak and be literate in both languages simuitenously.
Children who are taught in a truly bilingual/bicultural
program learn better and faster in both languages. Sinc.
there are about seven million children who enter schpol
speaking a language other than English, many studies have
been done testing the reading achievement of these children.
The results of the testing proved one .important theory; that
a child involved in bilingual/bicultural training is not in
any‘way hindered scholastically.

Peai and Lambert (1962), in an earlier study, found in

their testing of French Canadian children that bilingual

83
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children do better than monolingual childfen on both verbal
and nonverbal tests.

The same results were found in a Spanish/English
bilingual/biculturél program by educators Balinsky and Peng
who tested children from an urban school in the United States
for one year (l9f2). Instruction was given in both Spanish

and English; a half day on':he same subject matter. The

teachers involved were of Spanish culturai background. The
children who were tested were from the first and second
grades. The results indicated that by teaching in the
native tongue, even the "slow learners" had nomal or above
nomal learning scores. By providing the children with
bilingual/bicultural training and teaching them in their
.hative tongie as well., their academic achievement was high.
In another test of Spanish/Portuguese children, Anderson
(1974) proved that the reading program in Spanish/Portuguese
can. serve as a reading readiness program for English once
the elements of English have been mastered.

The question of cul?ural differences is one of the
major problems in teaching reading to children. of different
ethnic backgrounds. A child from another ethnic background
can have difficulty adjusting to his new American envirorn-
ment because of his limited hackground and experiences in
the American culture. A project was institgted’at Rough

Rock Demonstration School in Arizona on Navajo Indian

children (Hoffman, 1969). The children were taught to read

and write both in Navajo and English sinultaneously.. Despite
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the children's limited vocabulary and cultural backgiound,
there '‘was a noticeable achievement in their reading and

writing abilities.

Language Acquisition/Learning Setting

Ore concern in the literature of second language learn-

ing has been related to the ideal environment for learning

a second or foreign language, whether a language leraner
would learn: better in a formalized‘classroom situation or
just by exposure to the language and the culture informally
(without formal instruction). Krashen (1976) and Strevens
(19775 distinguish between two types of linguistic environ-
ments_for language learning: the férﬁal (artificial)
environment, usually found in “he classroom and the snformal.
(natural) environment, usually found in the communicy.
Studies have been conducted to examine the supsriority
of one environment over another for second language learning.
Researchers sﬁch as Carroll (1967), Mason (1971) and Upshur
(1968) have maintained that the use of L, in informal
environments may be more efficient than formal study while
others like Krashen and Seliger (1976), Krashen, Seliger and

Hartnett (1974) havé.shown that students with more formal

instruction are superior tu those with less formal instruction

on Classroom-related measures of Eaglish proficiency. None-
theless, these two studies did not také into account ‘the
possible effect of amount of exposure to English. 1In a study

conducted to determine the possible effects of two factors,

70




55

formal instruction and one component of exposure (i.e.,

residence in a country where L, is spoken), on English pro-

" A
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ficiency, Krashen, Jones, Zelinski and Usprich (1978) found
that although. both factors correlated sighnificantly with

English‘proficiency, proficiency in English was more closely
related to amount of forma; instruction than years spent in

an English speaking country.

Motivation

Another affective factor that has a relationship to the
present study is the factor of motivation, which Schumann
defines :as "the learner's reasons for attempting to acguire é
the second language"” (p. 32). Gardner and Lambert (1972)

believe that there are two types of motivation for learning

S

a second language-integrative and instrumental. "Integrative"
motivation is a reflection of a willingness or a desire to

- be like representative members of the target ianguage communi-
* ty and to become associated with that community.
"In=trumental” motivation reflects a desire or a need to learn
the target language for utilitarian gains (i.e., ‘'social
recognition or economic advantages)- A person exhibiting
instrumental motives for learning a second language would
probably have little or no interest in associating with or
getting to know the people who speak the target language.

The authors maintained that in order to be successful in the

learning of a second language, the learner must have a desire

to be like the members of the target language. Théy must

: [}iﬁ: have integrative motives for learning the language, such as

% e
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a desire to become associated witﬁ the community which speaks
that language. Gardner and Lambert, in a study of English-
speaking high school students of French, found that inte-
gratively motivated studenté in Canada had higher language
achievement than those in the U.S. who were instrumentally

motivated. Other studies relating type of motivation to

languvage learning have not been able to establish a signifi-
¢cant correlation (Cooper & Fishman, 1977; Johnson & Krug,
1980; Oller, Perins & Marakami, 1980; Chihara & Oller, 1978).
Cooper & Fishman (1977) in a survey of language attitude and
proficiency among high school students in another Lj dominant
culture (Jerusalew) found that the students most frequently
choose instrumental reasons as being among the most important
ones for lea:niné English. 'However, no significant corre-
lation resulted between motivation and English ability.

Among Marathi-speaking female high sc¢ho¢l students in
Bombay, India, Lukmani (1972) found that instrumental moti=-
vation was coirelated significantly with English language
achievement.

Oller, Baca and Vigil (1977) have found that colonized

populations such as Mexican-Americans in the Scuthwest use
antiintegrative motivation for failing to learn English.
This concept can be applied to' classroom sgttings as found
in Mcbhermott's (1976) researzh of the cultural interaction
patterns of pariah and host groups. McDermott feels that
the patters of "selective attention/inattention" {(OJler

et al.'s "anti-integrative motivation") demonstrated by
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a child, who is representative of a pariah group (blacks,

chicanos), in "school failure and deliquency often represent
highly motivated and intelligent attempts to maximize his
status in everyday life" which. is often in direct antithesis
to the school (p. 423). These -anti-integration motivational
patterns cften result in induced patterns of ihattenticn for
reading tasks which involve a variety of conflicting codes
of~cqmmunic$tion as well as behaviors. Some of the

affective aspects of Schumann's model and Gardner and

Lambert’s integrative and instrumental motivational concepts .

of second-language learning are significant in understanding
the dynamics involved in the biliteracy of reading

acquisition of the present study.

Ethnic Identity

Some aspects of Taylor's (1977) discussiun. of ethnic
idéntity in bilingualism and inter-groﬁp relations can be
associated with several of the social factors of Schumann's
study. In studies conducted on French and English samples
in Quebec, Canada, separate patterns of identity are
maintained with language, not.culture, being the major
factor. Taylor cites a study done with Frasure-Smith .and
Lambert (1975). Parents of Quebec children who sent their
children to French schools identified‘strongly with the
"monolingual French group”, while those who sent their
children for English language schooling identified more with
bilingual French and Eﬁglish groups. The parents identifiad

less with théir- children who theynthought were closer to

N {




the bilingual groups than they were.

In another stuay conducted by Taylor, Meynard, and
Rheault (1977), "Two variables related to inter-group
relations, that is contact and threat to ethnic identity,
were the two most important factors in predicting second
lgnguage ability " (p. 70). 1In this study when contact of
French Canadians and English Canadians was high tF re was

less fear of identity loss.

CultﬁraL\Coqgggenqe

It is of utmost importance that teachers of bilingual/
bicultural children be aware of the variety in languages,
customs, the whole cultural heritage, and seek to understand
these children. A teacher's attitudes and predispositions

toward pupils largely detewmines her ultimate effectiveness

as a teacher. A child's academic deficiencies. for example

in reading, may be attributable not to his different ethni -,

cultural, and economic background, but to his teacher's

response to that background.
Rincon and Ray (1975), Johnson (1975) , Anderson (1974),
feel that ethnic teachers are better equipped to provide a

more productive learning environment in a bilingual/bicultural

Dot school setting. 1If .a teacher is accepting of a foreign
language student and his culture, the student will accept
the teachur and wiat he teaches him in the new language.

“ The child must not feel he is giving up his own language

- and culture. Gardner and Lambert (1972) indicated that -the

; ERjkj most svccessful second language learning takes place when
B - . v
‘[t, . . i
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the learner feels that he is gaining something for himself
‘;ather‘thgn giving up something of himself. If a teacher
tries to learn as much as he can of the language and the
cusfoms of the person he is teaching, then both the student
and the teacher will have more success in learning a new
language and customs. A teacher must accept the child's
native language as something so valuable that the teacher
'himseif"wirl want to learn it.

In a decision in June 1979, Federal District Judge Joiner
ordered a school district in Ann Ardor, Michigan to send their
teachers back to the classroom for consciousness raising about
the home dialect of poo;~bléck childrer because ignorance
on the part of the teachers:can create "psychological barriers
to learning". Recently, the Connecticut Puerto Rican Coalition
brought suit against the Bridgeport Board of Education for
the failure of its teachers to recognize that many of the
xeadiﬂg mistakes, made by children of Spanish speaking
environments in learning to read and write English, are
caused because the structures within these stude ‘ts' “ome :
language are different from English and interfere with the
acquisition of English language skills. The Coalition be-
lieves that it is the responcibility of the Board of Education
to provide teacher training in understanding these aspects
of language difficulties (Fiske, 1982).

In cqqqiusion, basaed on the foregoing literature and
the ethnographic obsarivacions, the present study examined

frequency of‘occurgence of English and ethnic tongue (ET)

S
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reading as intended and actual subjects of learning; English
and ET as language used (medium of instruction); methods of,
strategies for, and approaches to teaching initial reading;

units of in-class reading/learning activities; preparation/

sources and themes of reading materﬁalg; and unobtrusive
measures. It also examined the following: the relationships
of English and ET reading to the other pedagogical process
variables; differences between schools and between grade
levels on all variables; the interrelationships .among all

variables; and variables that were noted qualitatively.

L ad
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CHAPTER III
METHODOLOGY

CGeneral Ethnographic Research Methodology As It Relates
i To Understanding Biliteracy Acquisition

A methodology which is descriptively adequate for the
‘analy515 of classroom dynamics should involve an explanation
of known product data (tested assessments of academic, social,
linguistic and cognitive development). Bruck et al. (p. 40)
believe that process data (information on why individuals or
groups éerform as they do) are the description of events in
the classroom which are the educational causes of the effects
measured by product evaluation. The authors found in review-
ing a number of process oriented Title VII evaluations that
most of them did not contain generalizable statements about
the processes of a bilingual education program.

In order for these process evaluations ta. be of

significance for the practitioner some general

conclusions about what is going on in the

bilingual classroom must be drawn. Educators need

to know: How bilingual is a bilingual classroom?

Are the models that are proposed for specific

programs (e.g. alternata days, concurrent, half

day pull-out) actually being followed in the

classroom by teacher and pupil? Detailed

information is required concerning the extent to

which each language is used, as well asg the

conditions under which each language is used by

thie participants (p. 41).

Educational inquiry into a variety of cultural and
linguistic factors which may promote or impede biliteracy

acguisition has adOpﬁed a form of anthropological nethcdology

I
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termed ethnographic investigation. It permits the researcher
to look at the qualitative aspects (process data) of learning
experiences rather than at a set of limited, pre-determined
variables. ‘(Cazden, Carrasco, Maldonado-Guzman, 1980;
Gumperez, 1981l; Hymes, 1975; Lutz, 1982 and others). Eth-
nographic. research entails the observation of "variaﬁles" in
the natural setting. The relationship of significant "varia-
fles" are not pre-determined and not controlled (Boraks, 1979).

In ethnographic research the absolute minimum number of
explicit_assumptions about the culture (subculture, subgroups),
their attitudes, beliefs, traditions, e =2ctations, and
resultant ways of behaving are made. There is no prior
determination. of observational features (Rudes, Goldsamt,
Cervenka, 1950, p. 91}.

The researchers feel that bilingual education is well
suited for the application of ethnographic methods.

+«.the application of ethnographic methoés in the

study of bilingual education appears highly appropri-

ate. Generally speaking, the method is well-suited

to the object of study for these and similar reasons:

(a) bilingual education is a ¢lass of culturally
and linguistically complex phenomeans

(b) bilingual education is inadequately recorded
and understood by researchers using other methods

(¢) quantitative methods are inappropriate for
areas of behavior that are context-sensitive (or where
adequate measurements are lacking) as in bilingual
education

(d) the study of bilingual education requires a
rich data base, permitting examination of complex
relationships between observed behaviors and socio-
cultural contexts (p. 53).
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The authors believe that ethnographic analyses of the
phenomena of bilingual ‘education involve a lengthy précess
of aiscovery by the participant observer(s) through the
iteration of huncheé, and hypothesis verification of behaviors

and interactions in naturdlistic settings (See Table 2, .p.64).

Data Reduction,and\Analysis 0f Information

After the data is collected the task of sorting and dis-
tinguishing "patterns" from the ethnographic matérial can
follow one of the various methods of analysis suggested in
the literature. This can range from more qualitative narra-
‘tive summaries to forms of content analyses with thematic or
pre-assigned categqries that "fit".

Rudes et al., suggest that the merging of qualitaéive
-and quantitative data analysis can work together to gain an
improved understanding of categorical processes. "Quanti-
tative approaches can benefit a great.deal from rich descrip-
tions of classroom and school processes as working toward the
goal of providing more convincing casual models of the process
of schooling. Qualitative studies can benefit from guanti-
tative‘concerns for reliability and validity" (p. 46). This
can be done in one of three ways: (a) The ethnographic study
is used as a prelude to quantitaéive study. (b) Both types

are used concurrently with a methodological separation of the

two methods. (c) Both types are merged and used concurrent-

ly (p. 69).
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TAHLE 2

Same Basic Differences Between Corventional
and Naturalistic Inquiry

FORMS OF INOUIRY

Comventional Inquiry Naturalistic Inquiry
Philcsophical base Logical positiviem Phename nology
Inquiry paradigm  Experimental physics Ethnography; investi-
) gative journalism
Purpcse Verification Discovery
Stance Reductionist Expansionist
Framework/design Preordi nate/f ixed Bmergent/variable
. Style Intervention Selection
' Reality manifold Singular Multiple
Value Structure Simgular Pluralistic
Setting Laboratory _Nature
Context Unrelated Relevant
‘ Conditions Controlled Invited interference
; Treatment Stable Variable
Sccpe " Moleaular Molar
Me thods Objective - in sense Objective - in sense
of inter-swbjective of factual/confimable
agreement

Guba, E. Toward a Meéthodology of Naturalistic Inquiry in
Educational Evaluation., (1978)
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Deveilopment of Coding Frameworks

The ethnographic researcher can decide to utilize a more
quantitative approach to data analysis by developing a coding
scheme. The two basic types’of ceding schemes suggested in

the literature are scalar and typological. “The first group-

ing is some form of scale, continuum or rank order with which
units are assigned" (Rudes, p. 41). The typological approach
requires the development of categories or variables that
emanate from the data and from the ethnographer's prior
kriwledge of the research and literature in the field. (See
Appendix I (p.209) £8r Rudes' translation of an Invéntory of
Variables Relating to Bilingual élassrooms by Mackey, 1976.)

" The categories can be mutually exclusive or can take the form

of multiple response categories:

Since the initial coder may be biased by a pre-

determined hypothesis or orientation...these

coding attempts should be independently chucked

by using anothex coder who lacks the pre-deter-

mined feel for the model or prior hypothesis,

Coding rules in general should be made explicit,

and be presented with the findings devcloped on

the basis of the coding activities (p. 43).

The analysis of the data for the present study utilized
both a qualitative and quantitative approach. The quanti-
tavive analysis of the date followed the coding procedures
suggested in the ethncgraphic research literature as discuss-
ed in this section. fThe qualitative analysis took the form
of a descriptive analysis of the "emic" (internal) dynamics

found in the ethnographic observations of the study.

&1
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Specific Methodology of this Study

Presented in thiaﬂzmgtion are a description of the
study population an .e; the general procedures employed
in collecting the data; the procedures used in preparing the
d¢ta for analysis; and the procedures, both qualitative and

quantitative, that were used in the analvses.

The Sample

The two schools selected for the present study (The
Holy Martyrs, Armenian School and St. Spiridons, Greek. Schooil)
were two of the five non-public New York City schools
included in a prior study (Fish?an, Riedler-Berger, et,al.,
1982). Although randomly seleéﬁed, these five schools
were considered to be"..,rather typical of the universe of

scme 1500 minority ethnic community all-day schools in the

United States today" (Fishman, 1930). "They are sponsored
by the local ethno=-linguistic communities throughov+ the
country and are associated with an ethno-religious tradition"
(Fishmar. et al. Final Report/Part 1, 1982, p. 2). The two
schools focused on in the present study, The Armenian and

Greek, had been selected by Fishman (1980, p. 51) to exem—
plify an (imlmigration based biliterary traditionll They also
evidenced similar biliteracy repretoire rances in connection

with reading and writing (Fishman, 1979, op. 13-16)2. These

1. See Review of Literature, pp.:z+-25
2. See Review of Literature, p. 27
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schools drew their support and student populations from the
"riiddle-class” in regard to socio-economic status and in

-standards of attainment. The population consisted of

P2

students who were mostly (at least 80%) native born, English

TN

dominant, and from bilingual speaking and most biliterate
homes. The teaching andgédministrative personnel also. tended
to be predominately bilingual and biliterate (Fishman et al.,

1982).

Al

? Since the pfesent study w»s concerned with the initial
acquisition of biliterady in ﬁnglish and. the ethnic tongue,
the sample in the major analysis was delimited to protocol
obsérvations*que in. the nursery/kindergarten, first, and

secéhd grades of the two schools. These included six out of

TERAN T
e

ten classes in the Armenian School and five out of seventeen :

classes in the Greek ‘School. The majority (58.5%) of the
Protocol observations (PO's) were obtained from the first
grade, the fewest from nursery/kindergarten (16.5%). More-

\ of the PO's were classroom observation protocols (78,0%) é

P . than interviews (22.0%).

” ~Class Size . - ;
The class .sizes for the Armenian School for the first

year of the study (1979-1980) were identical for both

English and the ethnic tongue classes: Nursery, 15, kin- ”j

{ dergarten, 19; first grade, 10; second grade, 17: third

o *Pré:tocol observation (PO) was;éhé case or unit of analysis;

n it is fully described in Coding and Inter-rater Agreement

on pp. 75-77. Criteria for inclusion of cases. in either the
major or the minor analyses are described in Statistical

. 83

1 , Procedures on pp.8l-83..




e

e
. A

68

grade, 18. Although the exact number of students for the
nursery and kindergarten for the second year of the study
(1980-1981) was unknown, it approximated the first year.

The first grade had 16 students in both English and Armenian

. Classes, while the second grade had nine students in the

English class and 16 students in the Armenian class (seven

of the latter were from the fourth and f£ifth grades).

The class sizis for the Greek School for the first and
second' year of the study were the same f£or both the Englfsh

and ethnic tongue classes. The class sizes for the first

‘year were: Kkindergerten, 25; first grade, 28; second grade,

25. The class sizes for the second year were: kindevgar-
ten, 25; first grade, 37; second grade, 25.

It is of interest to noée that the .Greek School
experienced much larger class sizes for all grade levels for
both years of the study. The first .grade in particular had
more than twice the number of students as the Armenian
School.

Class size was used as a variable in an exploratory

multivariate analysis.

Time Alldtted for Teaching Lanquage

The time scheduled for teaching the ethnic tongue in
t he p;ﬁnaﬁy grades of the two schools in thé study were as
followss: -

l. iIn the Armenian School - one period (45 mins.) two

to three times a week in Nursery and kindergartén;
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one to two periods (45 mins.) daily for first and
‘second grades.
2. In the Greek Schodl - one period (45 mins,) daily
in the Kingergarten (starting in Dec.); two periods
(45 mins.) daily; four days a week, and one period
one day a week (six and three-duarter hours weekly)
in the first and second grades.
However, these times were ndot consistent, and actual time
was not noted in the protocol observations. Therefore, this
f actor was not included in the-study analyses.

The remainder of the school day was spent on teaching

English related skills which includad language arts, social

studies, mathematics, science, art, music and physical

education.

Except for less time being allotted during a scnool day

or instruction in the étimic tongue, (ET) instruction in both

English and ET began at the start of the school year ih the

Armenian Sche»ol. This -'as not the same for the Greek
School where formal instruction in the ethnic .ongue did
not.begin until December in the kindergarten ("after a foun-

dition in English is established"). However, instruction in

' both ianguages in the first and second grade began in

September of the schcol year.

Time.. of Year

"Time of Year" was examined as a factor in thé study anal-

89
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yses. The greater number of protc~ol observations were
obtained in the earlier nonths of the two academic y=ars
séent‘on the study (50.6% for September-December school
visits) with more PO's for the Greek School (64.1%). The
middle period of schooi-ﬁgta collection inclided more PO's
in the Atwenian School (48.8% 2s comﬁared to 34.6% in the
Greek School fér January-March visits). The least numbe~ of
PO's were obtained in the later part of the year (7.4% from

April-June).

Data-Collection

Since the present study was a furthes analysis of the

,alreédy cvllected data of the Fishman; et al., study of

1979~1982, the procedures for collecting .and analyzing the
data for the original study are briefly described here,

This is followed by a déséription of the methods employed in
selecting and jpreparing .ide data for analysis«of the current
s tudy .

The initial study invclved the participation of a
research team composed of the principal investigator and two
research assistants. Members of the team weré encouraged to
visit all ihe.five original project échpols (Armenian,
Chinese, French, Creek, and Hebrew) for the purpdse of
collecting data via ethncgraphic observation of and
interaction with all relevant segments of the
'gchool/community complexes thaf'might influence the

acguisition of biliteracy.

2
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The study was projected to run fof the two year period
1979-1981 with sixty-eight visits of roughly a day each (two
visits per weéek for thirty-four weeks) scheduled for the
first year and thii*y-four additional visits (one visit per
-week for the second year). The remaining eight weeks of
year "1" were to be utilized for tentative write-ups and
rntefpregations as well as for the generation of questions B
that required consideration during year "2"., The final |
e ighteen weeks of year "2" were set aside for the
prepération of tne final study report,

From October 1979 until 1ate spriug 1980, tiie research
staff regularly visited the project schools. They focused 5
tpon four theoretical interactive dimensions ("sociofunctional,
"socioped;gogical”, "sociolingujstic", and "sociographic") v
as guides for reports. For each visit to each class each
member of the team was required to report her observations
or interviews with careful consideration to describing:
"eyactly" what was observed. All of the observers' own
imp:éssions were so noted in the r~ports. Each of these
;eports was called a Protocol. (See Appendix II for sample
protocolfp.zlé) Edch protocol was subsequently divided into
observational units, called Protocol Observations (PO's).
(See Coding and Inter-rater Agreement pp. 75-79). The
Protocol Observations were used as "cases " jin the origi-
nal ahd in the present study.

within the schools themselves, the research staff

[R\()athered data from the: administrators, teachers, and

~8T
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CoLL students. 1In all the settings copies of relevant published
materials (textbooks, teachers' guides, curricula,

; newsletters, secular and religicus “exts, ctc.) were
collééted, In additimn to school based data,

‘home~-and-community: bésed data vi:a interviews with parents

L ‘and community leaders were ‘¢ollected: using non-obtrusive and
> participant ob&ervation mean~. Parental .data was also

fo:thcoming‘via attendance at P.T.A. meetings and other

? o school events,

;0 ' Regular observations continued during the first part of
g? the second: year of the study.(l980-l98;h, with fewer visits
?ﬁﬂ to the schools as £he year progressed. The prcportion of

? t ime devoted to studying the data contained. in the

observers' notes on school/commuinity visits increased.

?.u\ Matters that se.med unclear or unsettled on, the basis of

A g

§ initial observations were looked a agiin with the careful
%.f avoidance of drawing; any conclusions from the data.

% The issues of reliability and inter-year stability wére
; addressed during 'the first half of the second year LSegt{

% 15: 1980-Match 15, 1981) of the study. It was of utmost

i ' importance in mthnégraphic research of this nature to

defennine whether the field workers agreed on-the ddta being
cdilected (inter-observer reliability) and whether this

. agreement was maintained from one. year to thé next (sta-

" bility of the dat.) (Fishman et al., Second Quarter/Second
 Yeaff l&81r'8gllivan, 1979; Rudes et al., 1980). Fishman's.

conclusions were that ". . .inter=observer reliability was

!
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Vat the vey highest level, aé-ieast two obseéervers being'in-’
Qolved‘and intimately familiar with each and -every school."
He.a;so_concluded that ". . .inter-year stability, although
clearly substantial, is nevertheless of a lower order than
inter-obsarver reliabjlity" (Fishman et al., 1981, p. 2).
fnter-year stability suffered somewhat from the fact that
oaw of the original project schools dropped its ethnic
langﬁage:ccmponent and the greek School experienced a major
increase in class size due to increased immigration and
fiscal stringencies.

The third quarter of the second year of the project

(March 15, 1981-June 15, 1981) was used: fo¥ £illing in géps

in: the aata, All protocols spanning a year and one half of
éatafcoiegtion,were reviewed by both field workers and
passages that needed clacification were noted., The final
visits to the schools focused on clarifying, amending or
supplementing the orignal protocols. In.mid;&gﬁe, letters
of ghanks wérg sent td the cocpgerating schools. In thé Fall
of 1981, several additional visjits were made to some of the

schools to tie¢ up "loose ends". _ :

Dafaugnalygis of Original Study
Analysis of the data for the Fishman @t al, study was
presented in.mwo~part$; The first paft (Feb., 1982) was
quaiitative,'based on the impressions, reflections, and
. The second

discussions of the members of the research team.

part was quantitatively described (August, 1982) by
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ﬁtilizing frequencies- and percentage tabulations for the
codified &'otpcoi observations by language, school, and
grade.

whgse quantitative analyses revealed greater variability
occurring in. the "(socio)pedagogical® dimensién with a
greater emphasis on reaaipg,thap on other language skills.
Those authors cuggested additional tésearch to further clarify
tﬁiS'dimension,,specifically a reanalysis of the data with
more precise definitions of variables and coding of cateéories,
to rater,reliability; and to intercorrelations among variables.
Thewpreéeﬁt study analyses were an attempt to execute those

suggestions.

'~ﬁataiﬁhﬁiysgégbf-#ﬁe éreéené'sfudf
The  current investigation was a further -analysis of the
data colle¢ted for the Fishman et al. séudy. ThHe original
data for two schools, Armenian and Greek, were analyzed in
greater detail focusing on "(socio)pedagogical™ variable.

that might be related to initial reading acquisition in'

English-and the ethnic tongue.

The general research questions for the present. study
(found in Chapter I) evolved in the.fol;owiné manner. This
researcher reread both the research findings and all the
observation reports (protocols) gathiered over the two years

of the previous study. During this rereading process she

compiled a‘rCuéh list of questions that might be addressed
~in the present study: This list was then compared to the

flzRiCiesﬁiqns that had been used as.a basis for the obsérvations

Lt 8
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and interactions of the previous study; as well as those that
evolved from that study. The researcher also reviewed per-
tinent iiterature on biliteracy acquisition, on the ethno-
graphy of biliteracy and bilingualism, and on initial read-
ing acquisition for additional questions that could be ex~ ;
aminad using the existing data.

The research questions suggested a preliminary set of
29 pedagogical and reading acquisition variables; 14 "ana- ;
lytic parameters” (see Appendix III, p.216) from the previous I
study and 15 generated by the present research (see Appendix

IV, p. 219, Some of the variables consisted of mutually ex-

clusive categories. Other variables, such as "Methods"; »
NG were, actually groups of items, that could 6ccur independently

(These variable group jtems are enumerated later in the

chapter in Statistical Procedures pp: 81-83). }

Coding and Inter-tater Agreement . -

fé A Protocol Observation Coding Form (POCF) was constructed
| that incorporated speqific criteria for operationalizing these

additional variables. (The POCF is presented in Appendix VI,

7 .

’ pp. 227-242.)

F In order to asseSs the adquacy of the coding form, the

é ; researcher (Rater #1) and two independent rateérs used the :
;;: POCE to code ten protocols, five from each school, that the é
%fi researcher selected for diﬁersity and representativeness of

their content. (See Appendix V, p.226 for Backgrounds. of

Raters #2 -and #3. The. raters went through two protocols

g v
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(other than the ten to be coded) ‘together, discussiag
‘criteria in relation to the actual protocol content using
the Protocol Observation Coding Form (POCF), which was

supplemented by the following: 1) Directions for Analyzing

the Protocol Observation Coding Forms; 2) An index for the

POCF's; 3) An.official list of faculty designations for the
Armenian and Greek Schools for thé academic years 1979-1981;
4) A list of class size§ for the Armenian and Greek Schools-
1979-1981; 3) A list of reading materials used in the
Armenian and Greek Schools for 1979-198):5; and 6) Separate
nctation sheets for Protocol Observations.

‘Excluding Items 1 (PN: Protocol Number),, 2 (PO: Protocol
Observatisn), 3 (School), 4 (Date of Prote .. . and 6a (Number
of Children in Class) the form containea 86 possible categori-
cal or dichotomous items for each Protocol Observation (PO).
It was‘décessary for rater.s to identify each sjeparate obser-
vation within a pro-ocol, as well as to,gode ghe content of
that observation. An observation (PO) was defiied. on the
coding form and in the directions for the raters as " (a)
each distinct activity, (b) each of several activity groups,
(¢) each distinct subject in an interview." Thus rater agree-
mént was calculated for identification of ﬁhe.PO's and for
coding the content of each PO.

PO Identificatidn. Given the descriptive material con-

stituting an entire protocl, 'the threé raters did not ‘always

.consider identical sedgments of the material as the same PO

when using the stated criteria. The researcher then examined
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the nature of the disagreements. These disagreements had to

Go with lack of clarity in the directions for' identifying

distinct PO's, specifically regarding (1) the introduction

. of new material within the 'same activity, (2) material to be

considered "non-applicable”, and (3) teacher activity.
The researcher then revized the criteria to discriminate

more specifically the "correct" identifications, i.e., those

which corresponded to her intended distinctions for PO's.

The reévised critexria for identifying a PO were:

Toxt Provided by ERI

g.new-protdcblrpbserVation (PO) was created. for:

(a) Each distinct intended subject of learning
whetuer observed or described in an interview.
(Activities that are not related intentionally
or actually to reading acquisition are con-
sidered non-appllcable-(N/A) < and. :are not
to be coded.)

(b) Change. in site of activity observed or described.

(c) Change in peoplé doing activity (not including
parallel subgroups)

(d) Change from material used in intended subject
of learning to unobtrusive materials.

The res-~archer then compared the three raters' identi-
fications and used the clarified criteria for a distiﬂct PO.
to determine which PO identifications were "correct". 1In
the ten protocols there were 62 PO's and therefore 186 pos-
sible correct identifications across the three rateré (3x62) ;.
141 (76%) of which were correét. Table 3 (p.78.) presents the pos=
sible correct and percent correct PO identifications by pro-
técol, for each of the thzee raters and forieach protocol

. across rateré. The three individual raters correct PO

fSERJ(:identiflcatlons were 77%, 74%, and 7S5% ranglng from 45% to
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"TABLE 3 i
CORRECT PO IDENTIFICATIONS
_By Rater , . ross Rater.
Rater Rater Ra ter ’
1 .2 .3 Possible Total
' n n n )
Prctocols Possible (%) (%) (%)

: 1 10 10 5 10 30 25
: (.100) £3. (100) (83)
2 10 8 8 6 30 22
(80) 80) (60) (73
3 6 6 3 S 18 14
(100) (50) (83) ' (78)
4 i1 5 9 5 33 19
- (45) (82) (495) (58)
- 5 5 5 .5 5 15 15
: (100) 100 100 - (100)
. 6 . 2 1 1 1 6 3
’ (50 (50) (50) (50
; 7 6 4 6 4 18 14
(67 (100) 67 (78)

8 6 4 4 6 - 18 14
(67 67N (100) - (78)

L 9 2 1 1 1 6 3
N (50) (50) (50) (50)
10 4 4 ’ 4 4 12 12
100 (100) (100) (100)

TOTAL 62 48 46 47 186 141

(77 (74) (75) (76)




to 100% on individual protccols.’ Correct PO identifications
across raters for tiié ten protocols ranged from the lowest,
of 50% on"Protoccls 6 and 9, 58% on Protocol 4 and 73% to
100% on the remainder; Twe protocols having the lowest. by-
rater and across rater percent of corrzsct PO identifications,
Protocols 6 agg 9, were resubmitted to two raters (Rater #2
was: unavailable) for identification of PO's and coding of PO
‘content (see following section), using a new POCF i.e., the
clarified PO identification criteria and revisions in item

% coding. The two raters agreed 100% on the identification of
the PO's in each protocol.

Item coding. In order to compute percent of agreement

among three raters on coding of the content of identified 1i
PO's theif coding was compared item by item, rater #l’with
rater #2 and rater #3, and rater #2 with rater #3. Percent
of agreement between raters on PO items is presented in

Table 4 (;p.~'80), by protocols, for eachpair of raters and across
raters. (There were 86 items to be coded Ifor each PO;

L percent of agreement was computed only for PO's correctly
identified by pairs of raters. Mean pefcent of agreement
for a total of 117 PO's (10062 item;) coded was 90%., Mean
percent of agreement between raters #1 and #2, #2 and #3,
and %1 and #3, respectively, were 88% (39 PO's), 87%(35 PO's)
30 and 93% (43 PO's). T 2 lowest percent of agreement (84%).

L was between raters #2 and #3 on 3 PO's in Protocol #9.

“ Criteria for item coding were made -iore épecific and/or

discrete on the basis of the disagreements. The addition of




TARLE 4

PERCENT OF AREEMENT BEWE BN RATERS

FGR FO  CONTENT QODING

Numbers Rater 1 w/ 2 ' Rater 2 w/ 3 Rater 1 w/ 3 Across Raters
nof (@ fof agreaent nof (@) $of ayeaent — nof @) §of agresent  Total § of ayreamnt |
paired FO's for total  paired FO's for total  paired FO's for total  RO's pair for total n I
n of itas (b n o itas (b) nof itas (b) wise of itens (b)
1 5 87 5 89 10 9% 2 0 {
2 8 0 "5 89 6 95 19 9 ‘
X 3 88 2 85 4 R 3 0
4 5 87 5 87 5 93 15 89 1
5 5 88 5 P 5 95 15 9
6 1 P2 1 %0 1 B 3 93
7 4 86 4 87 4 %0 12 88
8 3 86 3 87 3 93 9 88
9 i 86 ] | 3 1 R 3 90
10 4 0 4 87 4 5 12 91
Total ) ' 88 35 87 43 93 117 90

08

2. § agresent was capuied only for PO's carectly identified by both raters.
b. 86 ifams perP.0. 377
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"intended subject of learning" as a criterion (as well as
coding errors in xelation to the original Item #9 -("in-
tended subject of instruction") necessitated definitions of
the terms "intended subject of learning" and "actua' sub-
ject(s) of learning”. These definitions (and those for
"reading®, "writing", "speaking", and "language in general",
originally included in the coding form) were specified in
the revised directions. Other changes in the POCF included
the reordering and reformating of items to improve their
clarity, a few minor changes in the wording of items, and
the addition of coding categories for some items. The
revised Directions, Index of Items foE Referral and POCF are
presented in Appendix VII, pp. 243-255.

Revised POCEF and Inter-Rater Agreement. The revised

POCF, which included the clarified PO identification criteria
and the foregoing clarifications for item coding, contained
98 items. On the protocols (#6 and #9) which were resub-
mitted to the two raters, rater agreement on the 4 individual
PO's ranged from 90% to 98%, with a mean of 94% across the

4 PO's (392 items).' These results were considered as an

indication that revised PO identification criteria were

satisfactory and the coding of all data was done.

Statistical' Procedures.:

The total number of protocol observations or cases
identified was 244. These observations were divided into
two groups which were analyzed separately. The first group,

hereafter called the major data group, included all PO's which
(’ .
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met the following criteria: (1) nursery/kindergarten, first
or second grade, (2) classroom and (3) qbservation or -anter-
view. There were 164 such observationé. Because observa-
tions for levels.above the second grade were few and/or non-
-specific, they were excluded from the major dgta group. In-
school/qut-of-classroom,and out-of-school observations were
few in numbers and therefore were also excluded, as were
observations with gngpecified'site or observation of unob-
trusive.materials. All observations excluded from the major
date groups were ircluded in the so=-called minor data

group (n=80).

Frequencies for all study variables were computed for
the major data group. All data were categorical. A few of
the variables were coded using mutually exclusive multiple
categories: "Intended subjact of l.ea;ﬁi,nq," "Language of
intende” and of actual subjecf(s) of learning," and "Theme(ss
of reading/learning materials." The remaining groups of
variables were not mutually exclusive, i.e. more than one
could occur in any given PO, and each item in the following
variable groups was coded dichotomously as present or absent:
"Actual subject(s) of learning," "Methods of teaching
initial reading skills," "Reading stategies," "Units of
_in-class readiﬁg activity," "Approaches to initial reading/
learning," and "Preparation/source of material used for
reading." ("People other than day school teachers and stu-
dents," and "Unobtrusive measures of language/reading mater-

ials®™ did not occur in the major data group.) If a PO had at
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least one of the items in a given variable group noted as
being present or occurring; all items for that variable
group were coded present or absent. If none occurred, the
entire grcup of items was coded as missing i.e. absence of
all items in a group was never inférreéﬂ

Aside from the discrete coded variables, several com-
posite variables were created to repreéent conceptually
grouped combinations of occurrences for "Actual subject(s)
of learning (skills and language/skills combinations)",
"Methods of teaching initial reading skills," and "Reading
strategies”" combinations.

In addition to frequency distributions, the following
analyses were performed for the major data group only:
1. Comparisons between schools and between ¢rade levels
were made on salected variables using Chi Square Tests of
Homogeneity. _
2. The relationships among pairs of subcategories of
variables were eramined using cross tabulations and Chi
Square Tests of Independence. Phi coefficients were used

as indicators of the strength of relationships betveen pairs

of.variables.

"3. Exploratory multivariate analyses - multiple regression

and factor analysis - were performed on a selected subset of
variables in a selected subset of observations to examine

the interrelationships among study variables.
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Revised Research Questions

' Thé research questions presented in Chapter I served as
guidelines for the orgénization and coding of the ethnograph-
ic data on reading acquisition in‘English and in the ethnic
tBngue (ET) and on the associated pedegogical variables. Sig-
nificant résults from the analyses described above suggested
relationships and emphases more specific than the original
broad ethnographic questions. The following revised questions
served to organize the presentation of results (question

numbers correspond to the order of presentation in Chapter IV):

1.1 to 9.1 To what extent did the following variables occur

across tbe'sample:

1.1 English and ET reading acquisition as intended
and/or actual subjecé(s) of léarning?

2.1 English and ET as .language used (medium of
learning)? ’

3.1 Nine methods of teaching initialr;ading?

4.1 8Six strategies for teaching initial reading?

5.1 Four approaches to teaching initial reading?

6.1 Four units of in-class reading/learning activities?

7.1 Ten preparations/sources of reading materials?

8.1 Seven theme cétegories of materials used for
reading/learning?

9.1 Eight unobtrusive measures of reading/learning

materials?

2.2 to 8.2 How did the following relate to Engliéh and ET
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- 1.3 to

2.2

8.3

1.3

2.3

7.3

8.3

reading acgquisition:
English and ET as language used (medium of

learning)?

- Nine methods of teaning initial reading?

Six strategies for teaching initial reading
acquisition?-

Féur approaches to teaching initial reading?
Four units of in-class reading/learning activi-
ties?

Ten preparation/sourcgs of reading materials?
Seven theme categories of materials used for
reading/learning?

Did schools and grade levels differ on the follow-
ing variables:

English and ET reading acquisition as intended
and/or ac*tual subject(s) of learning?

English and ET as language used (medium of
learning)?

Nine methods of teaching initial reading?

Six strategies used for teaching initial reading?
Four approaches to teaching initial reading?
Four units of in-class reading/learning activi=-
ties?

Tén preparation/sources of reading materials?
Seven theme ca;egories of materials used for

initial reading/learning?

162 . «
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10.0 How do reading acquisition and pedagogical varia-
bles interrelate with one'another, i.e.:
10.1 What variables best predict the cccurrence of a
constellation of methods and strategies emphasized
- by Chall?
10.2 What are the dimensions underlying the :eading
acquisition and pedagogical wvariables? ‘

11.0 What were the most prominent of the variables that were

observed qualitatively?

S ‘
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CHAPTER IV

FINDINGS

In the foregoing chapter descriptions of the study sample,
data collection and coding, and data analyses were presented.
Given the large number and the several types of variables
examined, and the several approachés used in analyzing the
data, data analyses were quite extensive. In crder not to
burden the reader with a lengthy recitation of non-signifi-
cant findings the researcher opted to present only signifi-
cant findings in this chapter. This presentation, following
a brief summary of the study and the methodology, is ordered
by the questions listed at the end of Chapter III. Thus,
the present chapter includes the statistics for frequency of
occurrence of English and ET reading, and of the pedagogical
variables; or significant relationships of English and ET
reading with the pedagogical variables; for significant
differences between schools and between grade levels on the
reading and pedagogical variables; and for multivariate
analyses among the study variables. The quagtified findings
are followed by a presentation of qualitative findings.

The findings presented in this chapter are summarized
and discussed in Chapter V with conclusions and implications
for initial reading acquisition and educational administration,

and suggestions for future research.

Study Summary

The present study, a further analysis of the Fishman

~et. al. study (1979-1932), focused on the relationship of
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pedagogical variables to initial reading acquisition in
English and ET, in two schools representative of the same
biliteracy tradition. A second concern was to examine
differences between the two schools and between grade levels,
on initial reading acquisition and on the pedagogical vari-
ables. Additional analyses exploreﬁ interrelationships
among variables.

The schools examined in the present study (Holy Martyrs,
Armenian and St. Spiridons, Greek) were selected for the

Fishman study as "rather typical of the universe of some
1,500 minority ethnic community all-day schools in the United

States today" (Fishman, 1980b), They were considered repre-
sentative of an (im)migration based biliteracy tradition
(Fishman, 1980, p. 51) and evidenced similar biliteracy
repretoire ranges in connection with reading and writing.
Since the present study was concerned with initial biliter-
acy acquisition in English and the ethnic tongue, data from
only the primary grades in each school were examined.

‘The ethnographic observations from which the present
data were derived had no predetermined "variables." The
use of quantitative analyses of the data necessitated the
development of a Protocol Observation Coding Foxrm (POCF) that
operationalized reading aéquisition and the pedagogical
variables suggested in the broader research questions.
Percent of rater agreement averaged 79% for the identif -
cation of protocol observations (PO's) within ten protocols

and 90% for coding the content of each -PO.
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Freguencies of occurrences for variables were computed
separately for the major data group (Protocols from In-class,
Nursery.fhrough Grade 2). Two tests of significance were
performed on the major data set: chi square tests of

homogeneity of school and of level on all variables; and

chi square tests of independence of pairs of variable group

(e.g. "Methods of teaching initial reading") items described

in Chapter III. Multiple regression and factor analysis

were also carried out in an exploratbry éttempt to achieve

a more parsimonious and comprehensive view of variakles of
major interest. These analyses were supplemented by descrip-
tions of qualitative variables. .

Each findings section is introduced by the revised
questions that evolved from the above analyses and enumerated
at the '‘end of Chapter III; Statistical tables for each
section appear at the end of the section. The reader is
reminded that a discussion of the meaning of-these findings
is elabor%ted in Chapter V; this should be considered es-
pecially with regard to findings of differences between
schools, as such differences do not necessarily influence

across sample findings.

1. Reading Acquisition

1.1 To wﬁat extend did English and ET reading occur across
the sample: as intended subjects of learning, as actual
subject(s) of learning, and in combination with other
subjects? |

The reader should bear in mind that the ethnographic
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observations (Fishman et. al., 1982) on which the data in
the present study were based, were planned for the purpose
of observiag the acquisition of biliteracy in bilingual/
bicultural classes. The present study focused particularly
on the initial reading acquisition process. Thus, the
observaticns were not representative of an entire curriculum
because non-language activity observations were only
incidental. Other language skills are discussed here only

in relation to reading.

The occurrence of "English reading," "ET reading," and
"other language acquisition skills" was represented by
several variables: intended, actual, and in combination,
"Intended subject of learning" was coded as one of 12
mutually exclusive categories. The.frequencies for this
variable are presented in Table 5 (p.96) by school and for the
total group. The'most frequently occurring intended subjects
of learning were "English reading" (22.6%) and "ET reading"
(21.2%). Frequencies of the other language related acqui=-
sition skills (speaking, writing, and language in general)
combined as intended'subject(s) of learning were 28.1% for

the ethnic tongue and 15.1% for English.

There were similarly 12 possible "Actual subjects of

learning", but becvause more than one subject could occur in

the sam¢ ‘“zarvicion, tiiese subjects were coded as 12 dichot-
cmous ‘es, i.e. occurred or did no:'occur. (The
freque: . ¥ these subjzcts are presented in Table 6, (p97).

T
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The most frequently occurring actual subject was "Ethnic
tongue reading" (34.1%). "English reading" was second most
frequent (32.9%) followed by "Ethnic tongue language in

general" (28.0%). All other subjects occurred in less than

20% of the PO's. Compafed to the occurrences for other
actual cubject(s) of learning involving the use of English
and ET, i.e. writing, speaking, and language skills in
general, feading of both English and ET occurred to a greater
extent than writing (English, 15.9%; ET, 18.3%), or speaking
(English, 12.8%; ET, 18.9%) or language skills in general
(English 14.0%; ET,AZS.O%). The§e data are coqsistent with
Fishman et. al.'s findings that ?eading is given more at-
tensioﬁ than writing or speaking. It would appear that the
schools pursue a traditional reading/writing stress relative

to biliteracy acquisition in the grades under study.

Two variables were created that represented mutually
exclusive Eategories of combinations of the 12 "Actual sub-
jects of Learning": a "skills composite" and a "skill by
language" composite. For the composite for "skills of
actual subject(s) of learning" (Table 7a, p.98) the majority
of occurrences were in the category "Reading with other
language related and non-language skills" (42.7%). "Non
reading/other language and non-language skills" was the ‘
second most frequent (26.2%) and "Reading only" (22.0%) oc-
curred next. "lLanguage and skills of actual subject(s) of .
learning" (Table 7b, p.98) was a composite variable similar

to the one previously described. Hewever, in this composite

1¢8




variable the skills were broken down by language. The predomi-
nant skill was "ET reading and cther language skills but no

English skills" (23.2%). The reading of English and of ET

occurred with other language skills (English, 17.7%; ET, 23.2%)

more than did reading alone (English, 12.8%; ET 8.5%).
In summary, the foregoing findings indicated that as
independent acutal subjects of learning, the reading of
: English and of the ethnic tongue occurred to a similar extent
- (English, 32.9%; Et 34.1%). The intended subjects of learn~-
: ing for reading English and reading ET also occurred to a
similar extent, although reading as an intended subject
was found to ocbur to a lesser extent (English, 22.6%; ﬁT,
21.3%) than reading as an actual subject did. This finding
suggests that reading actually occurred when other subijects
were intended, rather than, as Fishman et. al. suggested
(Final Repért, Part II, 1982, p. 8), that writing occurred
for the purpose of reading. However, his data were not

recorded as "intended" or "actual" subjects.

1.2 Did the schools and grade levels differ on English and
ET reading acquisition?

Chi square tests of homogeneity revealed significant
diiferences among schools on two of the reéding_acquisition
variables (The contingency tables for £hese differences are
presented in Table 8, p.99). The twe schools differed sig-

nificéntly on English reading as an "Actual subject of learn~
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-ing "(Table 8a, p. 99} (X2;=5.l4, daf=1, 95.05). The Greek
School had a disproportionately greater occurrence of English
reading (42.3%) compared to the Armenian School (24.4%). The

schools also differed siénificantly on the composite variable

ngkills of actual subject(s) of learning" (Table &b, p. 99 '
szbsll.37, df=3, p<405). The Armenian School had a dispro-
portionately greater occurrence of non-language skills (16.3%)
coméared to the Greek School (1.3%).

It is possible that tﬁe reason for the greater occur-
rences of English reading as "Actual subject(s) of learning"
in the Greek School may be attributable to the fact that the
"formal" teaching of ethnic tongue literasy related activities
abes not start until the middlé of the kindergarten yeér,

". . .after the foundation is set in English".

In regard to the greater occurrences of non-language
skills for "Skills of actual subject(s) of learning" at the
Armenian School, it is difficult to draw any conclusions as
the study was planned to observe biliteracy acquisition, and

non-language skills' activities were obserwvedonly incidentally.
fhere were no significant differences found among grade
levels on reading English and on reading ET as subject(s) of
actual leafning. ' .'
There was one variable - "Intended subject of learning”

- that differed significantly in both th2 by-school
(x2,=19.09, df=5, p<.01) and the grade-level analyses (X%,=19.10,

df=l, pe=.05) (Tables 9a and 9b,'p. 10G). English reading, as
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an intended subject of learning, occurred to a greater extent

in the Greek School (32.1%). There were more instances of
"Non-ET/non-langudge intended subjects of learning” in the
Armenian (11.6%) than in the Greek (0%). Differences in

levels on this variable were as follows: more English reading
in nursery/kindergarten (37.0%) than in first (21.9%) and

Second grades (14.6%); more ET reading in second grade

(36.6%) than nursery/kindergarten (7.4%); less ET other
language skills in ﬁursery/kindergérten (14.8%) than in

first (30.2%) and second grades (31.7%); no occurrences of
"Non-ET/non-language” subjects at the second grade level.
Although expected frequencies were too small for a chi-square
test of homogeneity by-school/by grédevlevel, Table 9c, (p.100 is
presented‘to enable visual examination of the interaction

of school and grade level effects and indicates that the
greater occurrences of English reading as the "Intended
subject of learning" took place in the Greek School at the
nursery}kindergarten level (58.3%).

The greater occurrence of English reading as the
"Intended ;ubject of learning" in the Greek School, is
similar to the findings for English reading as an "Actual
subject of learning" kSee p.93). This, Again, may be
atéributable to the fact that English is the only subject
taught in the Greek nursery/kindergarten for the first
part of the school year. '

visual inspection of Table 9c also revealed the follow-

ing:’ Although in the by-school ahalysis there was no
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significant difference for ET rea'ding (Table 9a), the greater
occurrence vf that intended subject in the second grade that
appears in the by level analysis (Table 9b) is attributable
only to the Armenian School. English speaking and other
language related skills occurred more frequently in the é?eek
School &t the nursery/kinderg%rten level (33.3%) and not at
all in the Armenian Second grade.

In summary, the foregoing findings of Fhe school and
level differences for reading English, as the intended and
actual subject of learning, were different for both schools.
Reading English as both intended and actual subject of
learning occurred more.in.éhe Greek School than in the
Armenian School. Although there were no significant differ-
ences among grade- levels for recding English as the actual
subject, there was a greater difference in the nursery/kinder-
garten fcr its use as the intended subject of learning. 1In
the by-school/by-grade-level analysis this apgarent difference
was attributable to the Greek nursery/kindergarten only.

There were no significant school differences for reading
ET as the intended or actual subjeét of learning. Reading
ET as the intended subject of learning was greater in the
second grade. In the by-échool/by-grade-leQel analysis this

apparent difference was attributable to the Armenian second

grade.




TABLE 5
FREQUENCIES FOR INTENDED SUBJECT
OF LEARNING IN MAJOR DATA
GROUP BY SCHOOL

ARMENIAN REK

(n=86) (n=78)

£t 2 £ 2

Intended Subject of Learning

English Reading 12 14,0 25 32.1
ET Reading 17 19.8 18 23,1
Eng. Lang. in General 5 5.8 7 9.0
ET Lang. in General 15 17.4 12 15.4
English Writing 7 8.1 113
ET Writing 4 4,7 5 6.4
English Speaking 1 1.2 4 5,1
ET Speaking 65 7.0 4 5.1
* Other Academic/Ethnic 1 1.2 1 1.3
/Non-Ethnic 7 8.1 0 0
Non Academic/Ethinic 8 9.3 1 1.3
/Non=Ethnic 3 __3.5 0 0
100.0 100.0
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TABLE 6 .
FREQUENCIES FOR AQUTAL SUBJECT(S)
OF LEARNING IN MAJOR DATA
OR GROUP BY SCHOOL

ARMENIAN TOTAL
(n=86) (n=164).
I 1 £ 2 £ 2
. (a)

Actual St ject(s) of Learning (n=86) (n=164)
Eng. ish Reading : 21 24.4 . 54 32.9
ET Reading 32 37.2 56 34.1
English Writing 13 15,1 26 15.9
ET Writing 14 16,3 30 18.3
Eng. Speaking 6 7.0 21 12.8
ET Speaking 17 19.8 31 18.9
Eng. Lang. in General 11 12.8 23
ET Lang. in General 27 31.4 46
Other Academic/Ethnic 1 1.2 » 2
0t her ‘Academic/Non-Ethnic 10.5 1

9
Non-Academic/Ethnic -9 10.5 ' 12
5

Non-Academi ¢/Non=Ethnic 5.8

Each variable in this group was coded (1) if it ocaurred and
" (0) if it did not ocaur. (If no ocaurrences were coded for
any of the variables in the grcup all items in the gr-up
were considered missing.) Frequencies are reported only
for ocairrences.
114




TABLE 7

FREQUENCIES FOR COMPOSITE VARIABLES

FOR SUBJECT(S) OF ACTUAL LEARNING
I'N MAJOR DATA GROUP BY SCHOOL

Sub;ject(s) of Actual Learning:
Skills Composite

Reading only

Read.. only /Other Lang.
and Non Lang.

No Read./Other Lang.
and Non Lang.

No Lang. Skills at All

(@)

(b) Subjects of Actual Learning:
Language/Skills Composite
English Reading only
ET Reading only
Both Eng. & ET Reading
Eng. Read. & other No ET
ET Read. & other No Eng.
Eng Lang Skilis=No Read.
ET Lang SkilIs=No Read.
Both Lang -No Read.
No Reading - ET or Eng.
or Lang. Skills

ARMENIAN
(n=86)

t

13

Z

GREK
(n=78)

20 25.6
35 44,9

22 28.2

1 1.3

100.0

12 15.4
7 9.0
2 2.6

19 24.4
15 19.2
6 7.7
11 14,1
5 6.4

TOTAL
(n=164)
f 4

36 22.0
70 42,7
43 26.2

15 9.1
100.0
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LN YN YAV
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TABLE 8
CONTINGENCY TABLES FOR SIGNIFICANT
DIFFERENCES BY SCHOOL OF ACTUAL
SUBJECT(S) OF LEARNING

ACTUAL SUBJECT(S) OF LEARNING:
(a) ENGLISH READING

Count Row
Row % " Not Oceccurred Qccurred Total
65 21 86

Armenian 75.6 24.4 100.0
45 ' 33 78

Greek 57.7 42.3 100,0
110 54 164

Column Total 67.1 32.9 100,0

chi square= 5,14*, (df=l)

- ACTUAL SUBJECT(S) OF LEARNING:
(b) SKILL COMPOSITE

Count : Read Omly-Read Only No Read/ No Lang Row
Row % : :Other Lang:Other Lang At All  :fotal
: :Nen-Lang :Non-Lang :
: 16 : 35 : 21 : 14 : 8¢
Armenian : 18.6: 40,7 24.4; 16.3: 100.0
. 20 :+ 35 : 22 s 1 : 78
Greek : 25,6: 4419: 28,2 1.3: 100.0
36 70 43 15 164

Colum Total 22.0 42,7 26.2 9.1 100.0

chi square= 11.37*, (df=3)

*p<g, 05

' ERIC | ©o lig




“y e

TAELE 9
: CONTINGENCY TABLES FOR SIGNIFIUANT DIFFERENCES BY SCHOOL AND LEVEL
: FOR INTENDED SUBJZCT OF LEARNING

-

INTENOED SUBJECT OF LEARNING

Ccmn‘t: mel
ROw S 3 H ] EX H : Tota
JIng Resd T Read ‘mm ""’“’:.3;“ :m—Ew ET/Noa=Lang |
. {a) School 1 t 1 : 7 foor s :
5 = 3 1 i : H4 H
: : 12 + 17 + 13 o+ 28 : 10+ 9+ 86
Armenian @ 14,0 ¢+ 19.8 : 18.1 29.1 11.6 3 10.5 = S2.4
- 3 3 e 3 H
H 28 ; 18 H 12 H 21 H 0 H 2 H 78
Greek s 32,1 ¢ 23.1 15.4 26.9 0.0 2.6 47.6
1 1= : t= t 1 :
; Co lumn 37 3s ‘28 46 10 11 164
Total 22.6 21.8 15.2 28.0 6.1 6.7 100.0
chi squares 19.09** (df=S)
Count: Row
Row t ;B Read FT Mead ; Eng-Other ; ET-Other  Non-ET ZT/Mon-lang. Total ~
: 1 :+ lag ; lang ;Nom-lang , :
(b) Level : s t s t t s
3 3 3 3 3 3 1
Nursery/ : 10 1 2 s 6 . 4 1 2 t 3 1 27
Kgne H 37.0 T4 ¢ 22,2 't 14.8 t 7.4 ¢ 11,1 H 16.5
k 3d 3 3 3 t ol 3 3
[ 21 : 18 [ is T 29 1 8 [ ] : 96
lst Grade : 21.9 ¢ 18.8 15.6 + 30.2 t 8.3 S.2 H 58.5
k 3d 3 E ] 3 : 3 2
H 6 t 18 H 4 t 13 H 0 t 3 : 41
2nd Grade @ 14.6 ¢ 36.6 9.8 1 31.7 H 0.0 7.3 H 25.0 '
-g- b : k $d : 1
Column 37 as 28 46 10 11 164
Tocal 22.6 21.3 15.2 28.0 6.1 6.7 100.0
chi squares 19,10 (d€=10)
‘P& 08 .
*%e.01 )
Soud s Doy Read ;ET Read ; Bg=cibar i
Row § 3 : 1 : 1 ET-Other ; Non=ET JEl-Non-lang: Total
{c) School by : s s s lang :Noo-lang t
Grade Lavel , N N : : . :
- 13 k $d 3 3 H
Armenjan: : 3 ; 1 H 2 H 4 H 2 H 3 :x 15
Nurs/Xgn. ¢ 20,0 ¢ 6.7 ¢ 13.3 : 267 ¢ 13.3 s 20.0 9.1 )
b d 3 $ 3 g - e
t 9 3 8 + 11 1 17 : 8 -1 4 : 87
lst Grade 15.8 ¢ 14.0 19.3 : 29.8 H 14.0 ¢ 7.0 1 34.8
t5d 3 L5 13 Sl 2
H 0 s 8 H 0 H 4 ; 0 t 2 s 14
2nd Grade 0.0 3 5S7.1 @ 0,0 : 28.6 H 0.0 & 14.3 [ 8.5
g 1 t= t
Greek: H 7 ; 1 H 4 : 0 : -0 ‘t 0 ‘t 12
NutS/an. 3 $8.3 4 8.3 33.3 3 0.0 4 0.0 3 0.0 b 7.3
= 3 ] ] 3
3 12 t lC H 4 s 12 t Q ; 1 ; 39
lst Grade : 30s8 ¢ 25.6 10,3 ¢ 50.8 t 0.0 2.6 ] 23.8
g = s ] s 4 4 H
H 6 t 7 H 4 H 9 H 0 t 1 H 27
2nd Grade : 22.2 : 2%5.9 @ 14.8 : 33.3 H 0.0 @ 3.7 H 16,5
-t 3 3 3 3= 3~ 3
Co lumn 37 s 2 46 10 11 164
Total 22.6 "21.3 15.2 28.0 6.1 6.7 100.0 ¢
™
o 1 i
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2. Language Us2d in Learning

2.1 To what extent did English and ET as language used
(medium of learning) occur across the sample?

A major pedagogical factor examined in association with
.reading acquisition was"Language used in various subjects
of leﬁrning? especially reading. The frequencies for the
seven mutually exclusive categories of this variable afe
presented in Table 10 (p.105. English and ET as the language
used (or medium of learning) occurred alone to rather similar
extents (30.1% and 26.4%), a finding similar to that for

English and ET as actual subjects of learning. In the

remaining observations (43.5%) both languages were used: in
a neutral manner (20.9%), one aiding the other (14.7%), and
one interfering with thé other (8.0%;. (Although "English
aiding ET" was combined with "ET '‘aiding Eanglish" for a valid
chi-square computation, discrete frequencies revealed that
approximately one-half to two-thirds of the "aiding" occur-

rences were for "English aiding ET").

2.2 How did English and ET as language used relate to English
and ET reading acquisition?

In relation to "Actual subjects of learning," language
used was significantly related to both reading English and
reading ET, but in different ways (Tableslla and.b),_

In reading English (Table lla, p.106) (X2 =72.6, df=4, p<001),
the "use of English alone" was‘disproportionately high (72.2%),
with the "use of both languages in a neutral manner" being no

greater than by chance. However, for reading ET (Tabie 11b, p.106)

1i8
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(x%p=40.92 df=4, p<.001), "use of both languages in a neutral
manner" (34.5%) as well as "use of ET alone" (41.8%) occurred
disproportionately more. These two findings are not consistent
with Eishman et al.'s (Final Report, Part II, 1982) conclusion
that ET is used to explain English more often than vice versa
(p. 31).

Fishman hypqthesized that ". . .the major"unknown' with
respect to biliteracy acquisition may not be so much that
two languages are involved instead of the more common one, '
but that each provides a hitherto unrecognized context for
learning, using and evaluating the other" (1979, p. 1l).

In regard to a discussion of language used as related
to Fishman's concept, some qualitative data from the
observations may serve to elaborat; on the quantified
findings. Both Armenian and English were used in a neutral
manner for reading lessons in the ethnic tongue at the
Armenian School. They were used primarily for class
discussions of the reading material, for translation purposes
(from Armenian to English), and for asking questions and
responding (teacher asks and students respond with both
languages used interchangeably). In initial reading lessons
in the ethnic tongue at the Greek School, both languages were
used in a neutral manner primarily for giving instructions
(mostly in English), for vocabulary development and dictation
(Greek words, English meanings), for 'asking questions and
responding (both-'languages used interchangeably), and for

linguistic comparisons.
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If findings on future studies examining how the ethnic.
tongue and English are used in classroom situations are simi-
lar to those in this present study, it would be reasonable to
assume that each language dves provide a context for learn-

ing through their use and evaluation of each other.

2.3 Did schools and grade levels differ on English and ET
as language used?

In analyses by school (Xx2,=15.2, df=4, p<.0l) and by
grade level (X2b316.76, df=8, p<.05), differences were found
for "Language used in actual subject(s) of learning" (Tables
I&a; 12b, p. 107). "Both languages used in a Reutral manner"
occurred to a disproportionately greater extent at the Greek
School (32.1%) than at the Armenian School (10.6%). Differ-
ences in levels for languages used were as follows: more
of the use of both languages in a neutral manner in the
second grade 36.6%); and use of both languages to_aid each
other to a greater extent in the nursery/kindergarten (25.9%)
and to a lesser extent in the second grade (4.9%). Visual
examination of the interaction of school and éxadeleveleffects
for this variable (Table 12c¢). as suggested by the separate
analyses, indicates that use of both languages in a
neutral manner occurred to a greater extent in the Greek
School in the second grade (44.4%). The greater use of both
languages aiding one another at the nursery/kindergarten .
level occurred across schools; however, the lesser use of
this language pattern in the second grade was attributable

to the Greek School <ily (0.0%). Although the by_grade-—level
€

129
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analysis suggested a tendency for use ¢ <T alone o increase
" (from 14.8% in nursery/kindergarten to 34.1l% in the second
grade), these differences bordered on éhance. The by-school/
by-grade<level analysis revealed that this apparent progression
was attributable to a markedly low occurrence of the use of
ET alone in the Greek nursery/kindergarten (8.3%) and a =
markedly high incidence in the Armenian second grade (57..1%). "
In summary thé foregoing differences between schools
and grade levels suggested that the two schools were not W
similar. The use of both English and ET in an aiding manner
was greater at nursery/kindergarten in bo;h schooli, put was
less in the second grade only for the Greek School, which
had a correspondingly higher incidence of the use of both
languages in a neutral manner in the second grade.
An apparent tendency for the use of ET alone to increase
from nursery/kindergarten to second grade was spurious,
attributable to usages that were markedly lowmin the Greek
nursery/kindergarten and high in the Armenian second grade.
Otherwise, for the Armenian nursery/kindergarten and first
grade and the Greek first and second grade, such usage was
similar; about one-fifth to one-fourth of the observations
for each.. The by-school/by-grzde level analysis, unavailable in
the Fishman et al's report (Final Report, Part II, 1982), sheds
further light on his findings that interlingual occurrences
decrease as grades increase (p. 33). However, these contra-

dictory findings must be interpreted with caution because
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of the small numbers of nursery/kindergarten observations

(15 and 12) in both schools.

3 _ TARLE 10
: *  FREQUENCIES FOR LANGUAGE USED
IN ACTUAL SUBJECTS OF LEARNING
I N MAJOR DATA GROUP

- BY SCHOOL
ARENIAN  GREEK' TOTAL
(n=86) (n=78) (n=164)
f 2 f £ t 2

Lanquage Used in Actual
Subject(s) of Learning

. English only 24 28.2 25 32.1 49 30.1
i ET only 28 32.9 15 19.2 43 26.4
*  Both Used/Neutral 9 10.6 25 32.1 34 20.9

j; English Aids ET 11 12,9 4 5,1 15 9.2
% ET Aids Enalish 6 7.1 3 3.8 9 5.5
! Eng. Interferes with ET 5 5.9 1 1.3 6 3.7
ET Taterfereswith Eng. 2 2.4 5 6.4 7 4.3

Missing Data T =- 0_ ~-- 1 -

100.0 100.0 100.0
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(a) ACTUAL

SUBJECT OF
LEARNING:

{b) ACTUAL
SUBJECT OF
LEARNING:

. TABLE 11

CONTINGENCY TABLES FOR RELATIONSHIPS

OF LANGUAGE USED IN ACTUAL SUBJECT(S)
OF LEARNING

LANGUAGES USED IN ACTUAL SUBJECT(S) OF LEARNING

Count : ENG ET BOTH BOTH: BOTN -
Row* % : Alone Alone In neutral OCne aiding One Inter-
S S memcer i ...l fering
READING H 11 H 42 : 27 : 17 : 12 :
ENGPL1ISH : ¢ : H : :
Not Occurred:  10.1 : 38.5 :  24.8 : 15.6 : 11.0 :
: 39 : 0 7 7 0+ 1 i
Occurred; ; ; ; ; ;
: 72.2 : 0.0 : 13.0 : 13.0 1.9 :
Co lumn 50 42 34 24 13
Total 30.7 25.8 20.9 14.7 8.0
chi square= 72.63* (d€=yq)
LANGUAGES USED IN ACTUAL SUBJECT(S) OF LEARNI)™
- Count : ENG ET BOTH: BOTH: :
Row % : Alone Alone  Inneutral one a.:.d:.nq w J'II‘Ir‘i;:er-
____________f_____ f : manner H : £ ring -
READING BT : 49 : 19 : 15 : 14 s 11 &
Not Occurred:  45.4 : 17.6 :  13.9 : 13.0 : 10.2 .
: 1 = 23 : 18 : 10 - 2 .
Occurred: 1.8+ 41.8 :  34.5 :  18.2 : 3.6 .
Column S0 42 34 24 13
Total 30.7 25.8 20.9 14.7 8.0
chi square= 40,92+ (df=y4)

(a) one observation missing data on language

*p<. 001

123
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Row

“Total

109

66.9

33.1

163(a)
100.0

Total

108
66.3
SS
33.7

163(a)
100.0
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TAWE 12 ]
CORTINCTIC LA FS FOR SIGMIFICAIT DIFRREIDT & .
: VA LPHIIYSE S uSHD IM ACIUAL SIRJRGEIS) OF LEARNNG
i Qy SQUCOL AMND BY LEVEL
. LANGINIE USTY TN ACTUAL SUBRJECT(S) OF LEAPNIG
(a)  Cunt : £ ET SU: UMt DO ¢ Pew
Row % : Aone Alon2  In neutral One Cne Total
: : : manner :Aiding : Intf :
Scbeol te - : : - :
: 24 : 28 % = 17 : 7 : 85 $
. Armenlan : 22,2 :  32.9: 10,6 : 20,0 : 8.2 : 52.1 N
: 2% :+ 15 : 2% : 71 : 6 : 18
. Creok H 32,1 2 19.2: 321 ; 9.0 : 7.7 : 47,9 -
Ce tumn 49 43 34 24 13 163(a) N
s Total 30.1 25.4 20.9 14,7 8.0 100.0 N
chi squaree 15.85°% (dt=d) . -
- ¢
{b) Count : ENG ET " oot POrH; BOTH: Pew :
Row & : Alone Alone In neutral One One Total *
: : s manner : Alding : Intf : ?
N Nursery/ : 9 4 4 7 : 3 : 27 .
' rgn. : 333: 148: 148 : 259 : 11 :  16.6 .
: 32 : 2% : 15 : 15 : 8 : 95
Ist Grade : 33.7: 26.3: 15.8: 15.8 : 8.4 $8.3
: 8 : 18 : 15 : 2 : 2 : a1
2nd Grade 19.5 ¢ 34,4 : 36.6 : 4.9 : 4,9 25.2
: Co lumn a3 43 34 28 13 15%a)
¢ Total 30,1 26.4 20.9 14,7 8.0 100.¢
* chi squares 16,76* (dfs3)
*p<.05 .
» 01
. {c) Count
’ Row 3 : EMNG cT BOTH: | BOTH: BOTH: Pow
Seiol by ;Alone Alone In neutral One One Total
3 : : : manner : Aiding . Intf .
Grade_lavel.. _— : . .
Armenian: 6 @ 3 ¢ 2 4 : 0 : 15
Nurs/Xgn : 40.0 : 20,0 : 13.3 ¢+ 26,7 : 0.0 : 9.2
19 ;16 oz 4 o+ 11 i & .+ se
Ist Grade -33.9 : 28.6: 7.0 196 : 10,7 34.4
: 0 : B : 3 o+ o2 1 1+ 1a
2nd Grade : 0.0 ¢ S7.1 ¢ 214 : 14,3 2.1 : 8.6
‘ Grocks 03 o+ 1o+ 2 i 03 i3 i 2.
Nurs/Kgn : 25.0 : 8.3 : 162 : 25.0 : 25.0 : 7.4
s 14 : 8 : 11 - 4 : 2 : 39
I35t Grade : 35.9 ¢ 20.5 : 28,2 : 10,3 : Se1 23.9
. s 8 : 6 : 12 : 0 : 1 i 27
2nd Groade 29.6 ¢+ 22,2 : 44,4 : 0.0 : 3.2 16.6
- Co lumn %0 42 . 34 24 13 163(a)
= Total 30.7 25.8 20.9 14,7 8.0 100.0
e L () one observation was missicg 4ats on larmuage used
L EMC -in -sctual subjects of learning

124




108

3. Methods of Teaching Initial Reading

3.1 To what extent did nine methods of teaching initial
reading occur across the sample?

One of the major pedagogical variable groups examined
in relation to this study was that of the methods used to
teach initial reading skills. The curfent stud& also
attempted to examine the extent to which a "decoding" (syn-
thetic) emphasis (Flesch, 1955; Chall, 1967, 1983; Ehri and
Wilce, 1955) and a "meaning" (analytic) emphasis (Smith, 1978;
Goodman, 1982) of teaching initial reading occurred in the

two schools. (See Review of Literature pp. 36-72.)

The frequencies for the nine dichotomous categories of
the variable, "Methods of teaching initial reading skills"
(with 90 cases having data on this variable) are presented
in Tablel3 (p. 112). The analytic method of sentence reading
6ccurring in 35.6% of the cases, was the most frequently
occurring methods followed by (analytic) whole words (34.&%).
The synthetic methods of systematic phonics (32.2%), alphabet
spelling (26.7%) and word families (21.l%f occurred less
frequently. Alphabet recognition although not considered
by Chall to be a synthetic or analytic method per se, occurred
in one-third of the cases (33.3%).‘ However, Carroll 11970),
in his list of eight essentials necessary for developing mature
reading, placed alphabet recognition third for "decoding" pro-

ponents (See Rev;ew of Literature pp. 40-42 ).

In-examining frequency of occurrences, both analytic

and synthetic methods of teaching reading were utilized in

Py
nN
()|
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the reading acquisition programs in both schools. However,

analytic methods (whole words and sentences) seem to occur

to a greater extent in the Greek School.

3.2 How did nine methods of teaching reading relate to

English and ET reading acquisition? ;
- - - -Chi-square: tests of independence with phi coefficients b
revealed six significant relationships of "Actual subject(s)

of learning" with "Methods of teaching initial reading skills

(Table 14, p.113). These were: Reading English with alphabet

spelling (X,2=4.07, df=l, p<.05, phi=.24 positive), word

families (Xp2=12.30, df=1l, pe.00l, phi=.39 positive), and _
syllables (xc2§13.58, df=1, p<.001, phi=.42 negative); ;
reading ET with alphabet spelling (Xg2=4.60, df=l, p<.05, 3
phi=.25 negative), word families (X,2=9.61, df=l, p<.001,

phi=.35 negative), and syllables (Xg2=5.75, df=1l, p<&.03,

phi=.28 positive). The strength of these relationships is
modest to moderate. - i

The relationships of these "Actual subject(s) of learn-
ing with "Methods" were di;ectly opposite for English and
ET reading. Occurrences of English reading was associated
with the occurrence of synthetic methqu of alphabet Spel;ing

" and word families, and associated with the non-occurrence

of syllables. ET reading was associated with the occurrence

of the syllable method and the non-occurrence of alphabet

spelling and word families methods.

3.3 Did schools and grade levels differ on nine methods of

]

Ri(? teaching initial reading?

IToxt Provided by ERI
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There were two methods on which grade levels differed
significantly: alphabet recoqnition(xa2=22.53, df=2, p«£.001)
and alphabet spelling (Xb2=l4.20, df=2, p4&. 001) (Tablz 15, p.lk).
Alphabet recognition occurred disproportionately more in the
nursery/kindergarten (76.5%) than in the first grade (31.4%).

In addition, alphabet spelling occurred disproportionately
more at the nursery/kindergarten level (52.9%) than in the
first grade (29.4%). Both these methods were virtually

non-occurring at the second grade level.

In the by-school/by-grade—level analysis one method,
sentence reédipg, was found to differ significantly between
schools (Xéz=10.77, df=1, p&001) and between grade levels
(Xp2=15.26, df=2, pg.001) (Table 16, p.117. Sentence reading
occurred to a greater extent in the Greek School (51.1%) than
in the Armenian School (16.7%). It also occurred more in the
second grade (68.2%) than in nursery/kindergaifen (11.8%).
Visual examination of the interaction of the by school and by grade
level effects (Table 1lSc, p. ) msentence reading indicates that
there were disproportionately greater occurrences in the
Greek School at the second grade level (78.6%) than in the
Armenian School at the same level (50.0%). There were no

instances of the use of sentences as a method in the Armenian

School at the nursery/kindergarten level and first grade levels.
This study found that the analytic method of sentence

reading predominated at the Greék School in the second grade

? with its noticeable absence in the Arménian School in the

o nursery/kindergarten and first grade. These findings are

. ERIC | 127
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consistent with Fishman et al's findings that the synthetic
method was primarily implemenéed in nursery/kindergarten and
first grade and that the sentence method became very important
in the second grade and is "...clearly a grade related phenome-

na rising consistently from grade to grade" (Final Report,

Part II, 1982, p. 13).




TARLE 13
FREQUENCIES FOR METHODS OF TEACHING
INITIAL READING SKILLS IN MAJOR
DATA GROUP BY SCHOOL

ARMENIAN GREK
(n=86) (n=78)
£ 2 f £

Methods of Teaching Initial
Reading Skills (a)
Missing Data

Alphabet Recognition
Analytic

Who le Word

Phrases

Sentences ‘

Intrinsic Phonics :
Synthetic

Alphabet Spelling

Systematic Phonics

Word Families

Syl lables

(a) FEach variable in this graup was coded (1) if it ocaurred and

' (0) if it did not ocaur. (If no ocaurrences were coded for
2ny of the variables in the greup all items in the greup
were considered missing.) Frequencies are reported only
for ocaurrences. 129
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TABLE 14
CONTINGENCY TABLES FOR SIGNIFICANT RELATIONSH IPS

: BETWFEN -
METHODS OF TEACHING INITIAL READ ING
AND ACTUAL SUBJECT OF LEARNING

METHODS:
. , (2) ALPHABET SPELLING
5 Count ' Row
Total % Total
SUBJECT:
; OF ACTUAL ENGLISH Not Occurred Occurred
: LEARNING: READING |
’ Occurred 37 7 44
; Not 41.1 7.8 48,9
; R 29 17 46
32.2 18.9 51.1
Co lumn 66 24 90
: Total 73.3 26.7 100.0
chi square= 4.07%, (df=1)
phi=.24
: (b) WORD FAMILIES
Count - Row
; Total % Total
" ENGLISH Not Occurred Occurred
READING
42 2 ., 44
Not Occurred 46.7 2.2 48,9
Occurred 29 : 17 46
32.2 189 | 5l
Co lumn 71 19 90
Total 78.9 21.1 100
chi square=12,31***% (df=1)
phiz39
*p<.05
*¥ec01
*#40.2,00!
130
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|
TABLE 14 |
" CONTINGENCY TABLES FOR SIGNIFICANT RELATIONSHIPS ]
BETVEEN. .
METHODS OF TEACHING INITIAL READ ING
AND ACTUAL SUBJECT  OF LEARNING
(continued) i

METHODS:
(c) SYLIARLES
Count Row
Total $ Total
SWBJECT
OF ACTUAL m Not Occurred Occurred
L EARN ING:
31 13 44
Not Occurred 34.4 14.4 48.0
46 0 46
Occurred 5141 0.0 511
Co lumn 77 13 90
Total 85.6 T 14,4 100
chi square=13,58%** (df=1)
phi=.42 .
(d) ALPHABET SPELLING
+ . -
B fotal
REAM ING ET Not Occurred Occurred
28 17 45
Not Occurred 311 18.9 50.0
38 7 45
Occurred 42.2 7.8 50.0
Co lumn 66 24 90
Total 73.3 26.7 100.0
chi square=4,60%, (df=1)
phi=.25
*pe.05
| . *¥he.01
. **4p<.001
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TABLE 14

CONTINGENCY TABLES FOR SIGNIFICANT RELATIONSHIPS
BETVEEEN

METHODS OF TEACHING INITIAL READ ING
AND ACTUAL SUBJECT OF LEARNING
(continued)

METHODS:
(e) WORD FAMILIES

Count Row
Total $ Total
SWBJECT READ ING ET Not Occurred Occurred
OF ACTUAL
L EARN I NG: 29 16 45
, Not Occurx 1 32.2 17.8 50.0
42 3 45
\ Occurred | 46.7 3.3 50.0 -
' Co lumn 71 19 90
Total 78.9 21,1 100.0
chi square=9.61%** (4{=])
phi=.35
(f) SYLILARLES _
Count Row
Total $ Total
READ ING ET Not Occurred Qccurred
' 43 2 45
Not Occurred 47.8 2.2 50.0
; 34 11 45
Occurred 37.8 12.2 50.0
Co lumn 77 13 90
Total 85.6 14.4 100.0
chi square=5,75%, (df=1)
phi=.28
*¥p<.05
**p:oO]
* Hp 001
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TABLE 15
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CONTINGENCY TABLES FOR SIGNIFICANT DIFFERENCES BY LEVEL

Count
Rw $

Nursery/
Kgn.

1st Grade
2nd Grade

Co lumn
Total

FOR METHODS OF TEACHING INITIAL

READING SKILLS

(a) ALPHABET RECOGNITION

METHODS ¢

chi square= 22.53* ,

Count
Row %

Nursery/
Kgn.

lst Grade
2nd Grade

Co lumn
Total

Not Occurred Occurred
4 13
23.5 76.5

35 16
68.6 31.4
21 1
95.5 4.5
60 30
66.7 33.3
(d£=2)
METHODS :

(b) ALPHABET SPELLING

Not Occurred Occurred
8 9
47.1 52.9
36 15
70.6 29.4
22 0
100.0 0.0
66 24
73.3 26.7
(df=2)

chi square= 14.20* ,

*p€.001

‘133

Row
Total

17
100.0

51
100.0

22
100.0

90
100.00

Total

.17
100.0

51
100.0

22
100.0

90
100.0
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(c)

TABLE 16

CONTIHGENCY TABLES FOR SIGNIFICANT DIFFERENCES

8Y SCHOOL AND LEVEL

FOR METHODS OF TEACHING INITIAL READING SKILLS

METHODS :
SEINTENCES
Count Row
v s " Total
School —tocumed . ocoped
3s ? 42
Armenian 83,3 16.7 46.7
23 25 48
Greek 47.9 $1.1 $3.3
Column S8 32 90
Total 64.4 38.6 100.0
chi squares 10,77* (dg=])
Cgl'n.t Row
Javsl —RtOxnred  Coqmoed
Nursery/ 18 2 17
Kgn. 8,2 11,8 18.9
3¢ 15 s1
1st Crade 70,6 29.4 $6.7
7 18 b ¥
2nd Grade 318 68.2 4.4
Column S8 32 90
Total 64.8 35.6 100.0
chi squares 15,26* (dg=2)
*pg 001
Count Row -
Rowe Total
m‘%{_m_ma__.
AT nian:
Nursery/ 9 ] 9
RGh. 100.0 0.0 10.0
. 22 3 2s
l1at Grade $8.0 12.0 22.8
4 4 s .
2nd Grade $0.0 $0.0 8.9
Greek:
Nursery/ 6 2 8
Kgn. 78,0 23.0 8.9
14 12 26
1st Grade $3.8 46.2 28.9
3 11 14
2nd Grade 21.4 78.6 15.6
Co lumn 58 32 90
Total 64.4 38.6 100.0
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4. Reading Strategies

4.1 To what extent did six reading strategies occur across
the sarple?

Another major pedagogical variable g.oup examined in
relation to this study was that of "Reading strategies"
used by the teachers in teaching initial reading skills.
The frequenciés for the eight dichotomous categories of this
Yariable (with 70 cases having data on this variable group) are
presented in Table 17 (p.119). Three categories associated with
oral reading strategies occurred most frequently. They were
individual oral (47.1%), modified "echo" (31.4%), and choral

reading (28.6%).

4.2 How did six reading strategies relate to English and
ET reading acquisition?

There was no significant relationship found between any
of the six strategies and either English or ET reading as the

actual subject of learning.

4.3 Do schools and grade levels differ on six reading
strategies?

There were three reading strategies on which schools
differed significantly (Table 18, p.120) : Modified "echo"
(xa2=8.97, df=l, p&,01), choral reading (Xb2=9.38, df=1, p<.01),
and individual oral (X 2=13.01, df=l, p<.001) - all oral
strategies. Two strategies occurréd td a much larger extent

in the Greek School: choral reading (47.1%) and modified

[N
22
()]
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"echo" (50.1%), compared to 11.1% and 13.9%, respectively
in the Armenian School. Individual oral reading occurred
more in the Armenian School (69.4%) than in the Greek Ctchool

(23.5%).

This study did not £ind any grade level differences in
strategies. This is inconsistent with Fishman's et.él.study
in which "both choral and general oral reading decline as
grade level increases" and "...individual oral reading is
demonstrably higher in the higher grades" (Final Report,
Part II, pp. 19-20).

TABLE 17

FREQUENCIES FOR READ ING STRATEG [ES
I'N MAJOR DATA GROUP BY SCHOOL

ARMEN IAN GREKK TOTAL
(n=86) (n=78) (n=164)
£ 2 t 2 £t 2
Reading Strategies (a) -
Missing Data 50 =-- 44 -~ 94 -
(n=36) (n=34) (n=70)
Oral
Round Robin 2 5.6 6 17.6 8 11.4
Choral 4 1.1 16 47.1 20 28.6
Modified "echo" 5 13.9 17 50.0 22 31.4
Individual Oral 25 69.4 8 23.5 33 47.1 .
Silent
Class or Graup 2 5.6 0 0 2 2.9
Individual 6 16.7

t

0 0 6 8.6

(a)  Each variable in this graup was coded (1) if it ocaurred and
(0) 1f it did not ocaur. (If no ocaurrences were coded for
any cf the variables in the greup all items in the graup
were considered missing.) Frequencies are reported only
for ocaurrences. .

e
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TABLE 18
CONTINGENCY TABLES FOR SIGNIFICANT DIFFERENCES BY SCHOOL
FOR READING STRATEGIES

(a) MODIFIED "ECHO"
Count Row

} Row % __Not. Occurred Occurred Total
: 31 5 | 36
} Armenian 86.1 13.9 - 100.0
§ : 17 17 34
: Greek 50.0 : 50.0 100.0
38 22 70.0
Column Total 68.6 31.4 100.0

chi square=8.97* , (df=l)

: (b) CHORAL READING

Count 7RDW>
Row % —Not Occourred Qoccurred Total
32 4 36
Armenian 88.9 11,1 100.0
- 18 16 34
Greek 52.9 47.1 100.0
50 20 - 70

Column Total 71.4 28.6 100.0

chi square=9.,38* , (df=1)

(¢) INDIVIDUAL ORAL

Count Row
Row % m—tiot Occurred Ocouryeqd Total
11 25 36
Armenian 30.6 69.4 100.0
26 8 ' 34
Greek 76.5 23.5 100.0
37 33 70

Column Total : 52.9 47.1 100.0

chi square=13,01** , (df=1)
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5. Approaches to Teaching Reading

5.1 To what extent did four approaches to teaching reading
occur across the sample?

Of the four categories comprising the dichotomous vari=-
able "Approaches to initial reading/learning", with 77 cases
having data on this group, the preponderahce of occurrences
were for the~basal_£eader approach (76.6%) with 15.6% occurr-
ing for the experiential approach. No occurrences were noted

for the individualized approach (Table 19, p.122).

5.2 How did four approaches to teaching reading relate to
English and ET reading acquisition?
In the present study there was no relationship between

any single approach and either English reading or ET reading

. as independent actual subjects of learning.

5.3 Do schools and grade levels differ on four approaches
to teaching reading? -

There were no significant differences between schools
on any of the four approaches. Héwever, grade levels differed
significantly on the basal reader approach (X3:8.13,-df=2,‘
p<.01) (Table 20, p. 123). This approach occurred to a large
extent in the first and second grade (82.3% and 81.1%, re-
spectively) and to a much lesser extent in a nursery/kinder-
garten (46.2%). Of 12 cases occurring for the experiential
approach, five were noted to occur at the nursery/kinder-

garten level.
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TABLE 19
FREQUENCIES FOR APPROACHES TO INITIAL
READ ING/LEARNING IN MAJOR DATA GROUP

BY SCHOOL
! ARMEN | AN CREKK TOTAL :
(n=86) (n=78) (n=164) ‘
£ £ £ 2 £ 2 :
Ap proaches to Initial :
Reading/Learning (a) )
Missing Data 55 == 32 == 87 ==
(n=31) (n=46) (n=77)
Experiential 7 22.6 S 10.9 12 15.6
Basal Reader 23 74.2 36 78.3 59 76.6
Individualized 0 0 0 0 0 0
Other 2 6.5 8 17.4 10 13.0

(a) Each variable in this grcaup was coded (1) if it ocaurred and
(0) if it did not ocaur. (If no ocaurrences were coded for
2any of the variables in the grcaup all items in the graup
were considered missing.) Frequencies are reported only

- for occurrences.
ERIC ¢




Count
Row %

Nursery/
Kgn.

1st Grade
2nd Grade

Co lumn
Total

*p<.01

TABLE 20

READ ING/LEARNING:

BASAL, READERS

Not Occurred Occurred

7 6
53.8 46,2

7 35
18,2 81.8

4 18

18.2 81.8

18 59
23'4. 76.6

chi square=8,13* , (dE= 2)

Row
Total

13
100.0

42
100.0

22
100.0

77
100.0
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CONTINGENCY TABLE FOR SIGNIFICANT DIFFERENCES BY LEVEL
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6. Units of In-class Reading/Learning Activities

6.1 To what extent did four units of in-class readiung/learn-

ing activities occur across the sample?

Four "Units used for in-class reading/learning activities"”

constituted another group of pedagogical variables examined

in this study. Data on this variable was available in 115

PO's. The entire class was found to be the most frequently .

occurring unit of in-class instruction (86.1%), with all
other units occurring in less than 12% of the freguencies

noted (Table.2l, p. 125).

6.2 H?w did four units of in-class reading/learning activi-
ties rélate to English and ET reading acquisition?

Ié the present study there was no significant relation-
ship between any single unit and either English reading or

ET reaéing as independent actual subject of learning.

6.3 Do schools and grade levels differ on four units of
in-class reading/learning activity?
The two schools differed significantly on two of the

fogr units: entire class (X2a=10.54, df=1, P4£.001) and.séat

work (x%,=7.38, df-1, p<.01) (Table 22, p. 126 ). The entire

class unit was used to a greater extent at the Greek School
(98.1%) than in the Armenian School (75.4%). Seat work

activities occurred more in the Armenian School (19.7%) than

in the Greek School (1.9%).
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TABLE 21

FREQUENCIES FOR UNITS OF IN-CLASS
READ ING/LEARNING ACTIVITY I[N
MAJOR DATA GROUP BY SCHOOL

ARMEN AN
(n=86)
£ 2
Units of In-class Reading/
Learning Activity (a) ,
"Missing Data 25
(n=61)
Entire class 46 75.4
Small grcups 9 14.8
Individual 6 9.8
Seat Work 12 19,7

Each variable in this graup was coded (1) if it ocaurred and
(1¢¥ no ocaurrences were coded for

(0) i'f it did not ocaur.

REK
(n=78)
f %

TOTAL
(n=164)
£ 2

49

(n=115)
99 86.1
10 8.7

any of the variables in the grcup all items in the graup

were considered missing.)
for .ocaurrences.
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Frequencies are reported only
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CONTINGENCY TABLES FOR SIGNIFICANT DIFFERENCES

BY SCHOOL

FOR UNITS OF IN-CLASS READING/LEARNING ACTIVITY

UNITS:

(a) ENTIRE CLASS

Count
Row$
...not occurred _ occurred

15 46
Armenian 24.6 75.4

1 53
Greek 1.9 98.1
Co lumn 16 99
To tal 13;9 86.1
chi square=10.54** (df=1)

(b) SEAT WO™

Count

Row? not occurred occurred
49 12

Armenian 80.3 19.7
53 1

Greek 98,1 1.9

Co lumn 102 12

Total 88.7 11.3

(d£=1)

chi square=7,38*

Row
Total

61
100.0

54
100.0

115
100.0

Row
Total

61
100.0

54
100.0

‘115
100.0

5 0L
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7. Preparation/Sources of Reading/Learning Materials

7.1 To what extent did ten preparations/sources of reading
materials occur across the sample? |

The variable grcup "Preparation/source of reading/learn-
ing materials"” was made up of ten items having 55 cases with
data on those items (Table 23, p.i&).Of these, "Blackboard"
was used most frequently (36.7%). "Commercial prepared texts
from the United States under non~-ethnic auspices" and 'commer-
cially prépared workbooks and worksheets' were second and
third most frequently occurring (23.9%). All other materials

occurred in less than 20% of the cases.

7.2 How did the ten preparations/sources rélate to English
and ET reading acquisition?

Both English and ET as actual subjects of learning were
found to be moderately related to "Preparation/sources of
materials" (Table 24, p.13). The preparations and sources that
were indicative of ﬁnglish raading were: two moderately
strong positive relationships of commercial texts published
in the United States under non-ethnic aﬁspices (Xa2=33.51,
df=1, p¢.001, phi=.58) and Eommercial workbooks and worksheets
(xb2a19.65, df=l, p{.001, phi=.45). Two modest negative
rélationships associated with reading English were commercial
textbooks pﬁblished under ethnic auspices in the ethnic country
(Xo?=8.41, df=1, p<.0l, phi=.30) and in the United States
(X3%=6.66, df=1, pg.01, phi=.28).

Of the relationships that were associated with ET reading
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there was a modest positive relationship of commercial text-
books published in the United States under ethnic auspices
(Xg2=7.65, df=1, p<.0l, phi=.29) and commercial texts
published in the ethnic country (Xg2=19.01, df=l, p<.001,
phi=:44). There were two moderately strong negative relation-
ships associated with reading ET: commercial texts published
in the United States under non-ethnic auspices (Xg2=l7.23,
df=1l, p<.0l1, phi=.42), and commercial workbooks/worksheets

2
(Xh =13.68, df=1, p<.00l1, phi=, 38).

7.3 Do schools and grade levels differ on ten preparations/
squrces of reading/learniiig materials? é
Schools differed significantly c. two preparations/

souzces: Use of commercial texts published in the United
States under ethnic auspices (Xa2=8.53, df=1, »<.01), and
commercially prepared workbooks and worksheets (xb2=6.38,
df=1, p<.0l) (Table 25, p. 13%). The use of commercial text-
books published in the United 3tates under <athnic auspices
occurred to a greater extent for the Armenian School (21.8%)
‘as compared to the Greek School (1.9%). Conversely, Je
mercially prepared wcrkbooks and worksheets occurred to a

greater extent in the Greek School (35.2%) as compared to the

Armenian School (12.7%).
There were no significané differences found in the grade
lavel analysis alcne. However, the use of commercial texts .

publiéhed in the ethnic country was significantly different

for the by-school (x,2211.53, df-1, p<.0l) and by-grade-level
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analyses (X, 2?=8.32, df=2, p<.01) (Table 26, p. 136). This
preparation/source was used to a greater extent in the Greek
School (29.6%) than in the Armenian School (3.6%). It oc-
curred more frequently 'in the second grade (32.1%) than in
the nursery/kindergarten (0%). Visual examination of the
interaction effects of school and level indicated that the
predominant use of commercial texts published in the ethnic
country were in the Greek School at the first and second
grade levels (32.1% and 36.8%, respectively).

Possible reasons for school differences are discussed

in Chapter V.




TABLE 23
FREQUENCIES FOR PREPARATION/SOURCE
OF READ ING MATERIALS IN MAJOR
DATA GROUP BY SCHOOL

ARMENIAN CGREEK TOTAL
(n=86) (n=78) (n=164)
f £ LA 1 £ 2
Preparation and Source of
Reading/Learning Materials (a)
Missing Data 31 == 24 -~ 55 o=
) (n=55) (n=54) (n=109)
Commercially Prepared Text
Ethnic cauntry 2 3.6 16 29.6 18 16,5
US/Ethnic Ausplces 12 21.8 1 1.9 13 11.9
US/Non=Ethnic Auspices 13 23.6 13 24,1 26 23.9
Commercial Worksheets/Bocks 7 12,7 ; 19 35,2 26 23.9
Teacher Prepared .
Textbodks 1 1.8 Q 0 1 9
Worksheets/Bocks 6 10.9 3 5.6 9 8.3
Bocks/Other than Texts 2 3.6 1 1.9 3 2.8
Calendars, Charts, Posters 10 18.2 5 9.3 15 13.8
Blackboard 15 27.3 25 46.3 40 36.7
Other 6 10.9 8 14.8 14 12.8

(3a) Each variable in this grcup was coded (1) if it ocaurred and
(0) if it did not ocaur. (If no ocaurrences were coded for
2ny of the variables in the graup all items in the graup
were considered missing.) Frequencies are reported only

5 : for ocarrences.
ERIC 147
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TABLE 24
CONTINGENCY TABLES FOR SIGNIFICANT RELATIONSHIPS
ACROSS-VARIABLE-GROUPS
FOR SUBJECT(S) OF LEARNING
AND PREPARAT |ON/SOURCE OF READ ING MATERIALS

ACTUAL SUBJECT(S) OF LEARNING:

(a) READING ENGLISH

Count Row
RowZ Total
SOLRCES: COMMERCIAL TEXT '
US/NON=-ETHNIC not occurred occurred
‘ 59 24 83
not occurred 54,1 22.0 76.1
1 25 26
occurred 0.9 22.9 23.9
Column 60 49 109
Total 55.0 45,0 100.0
chi square=33.51* (df=1)
phi=.58 .
(b) READING ENGLISH
Count Row
Row?Z Total
COMMERCI AL ,
WORKBOCKS/SHEETS not occurred occurred
56 27 83
not occurred 51.4 24.8 76.1
4 22 26
occurred 3.7 20.2 23.9
Co lumn 60 49 109
Total 55.0 45,0 100.0
chi square=19.65%  (df=1)

phi=.45




TABLE 24
CONTINGE#\CY TABLES FOR SIGNIFICANT RELATIONSHIPS
ACROSS-VAR! ABLE-GROUPS
FOR SUBJECT(S) OF LEARNING
AND PREPARATION/SOURCE OF READ ING MATERIALS
(continued)

ACTUAL SUBJECT(S) OF LEARNING:

(¢) READING ENGLISH

Count Row
Row? Total
SCIRCES: COMMERCTIAL TEXT
ETHN!C COUNTRY not occurred occurred
- T
44 47 91
not occurred 40.4 43.1 83.5
16 2 18
occurred . 14,7 1.8 16.5
Co lumn 60 49 109
Total 55.0 45.0 190.0
chi squara=8.4 1* (df=1)
phi=.30

(d) READING ENGLISH

Count Row
Row? - Total

COMMERCIAL TEXT
US/ETHNIC AUSPICES mot occurred occurred

48 48 : 96
not occurred 44,0 44.0 88.1
12 1 13
occurred 11.0 0.9 11.9
. Co lumn 60 49 109
Tofql 55.0 45.0 100.0
chi square=6.66*% . (df=1)

phi=.28




TABLE 24 )
CONTINGENCY TABLES FOR SIGNIFICANT RELATIONSHIPS
ACROSS-VARIABLE-GROUPS
FOR SUBJECT(S) OF LEARNING
AND PREPARATION/SOURCE OF READ ING MATERIALS
(continued)

ACTUAL SUBJECT(S) OF LEARNING:

150

(e) READING ET
Count
Row?Z
COMMERCIAL TEXT
US/ETHNIC not occurred occurred
58 38
not occurred 53.2 34,9
2 11
occurred 1.8 10.1
Co lumn 60 49
Total 55.0 45.0
chi square=7.65*% (df=1)
phi=.29
(£) READING ET -
Count
Row?
‘SOLRCES: COMMERCIAL TEXT
ETHNIC COUNTRY not occurred occurred
59 32
not occurred 54.1 29.4
1 17 .
occurred 0.9 15.6
Co lumn 60 49
Total 55.0 45,0
chi square=19.01%% (df=1)
phi=.44
%01
& 001

Row
Total

96
88.1

13
11.9

109
100.0

Row
Total

91
83.5

18
16.5

109
100.0




TARLE 24 '

CONTINGENCY TABLES FOR SIGNIFICANT RELATIONSHIPS

ACROSS-VARIABLE-GROUPS )

“OR SUBJECT(S) OF LEARNING

AMD PREPARAT | ON/SOURCE OF READING MATERIALS
(continued)

ACTUAL SUBJECT(S) OF LEARNING:
(8) KEADING ET

Count Row
RowZ Total
SOWRCES: COMMERCIAL TEXT
US/NON=-E THNIC not occurred occurred
36 47 83
not occurred B 33.0 43,1 7641
24 2 26
occurred 22.0 1.8 23.9
Co lumn 60 49 ' 109
Total 55.0 45.0 100
chi square=17,23% (df=1)
phi=.42
(h) READING ET
Count Row
RowZ - Total
CMMERCIAL
WORK30XKS/SHEETS not occurred occurred
37 46 83
. hot occurred 33.9 . 42,2 7641
23 3 26
occurred 21.1 2.8 23.9
Co lumn 60 49 109
Total 55.0 45,0 100.0

chi square=13,68* (df=1)
phi=, 38
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| . TABLE 25
CONTINGENCY TABLES FOR SIGNIFICANT DIFFERENCES
BY SCHOOL
'FOR PREPARATION/SOURCE OF
READING MATERIALS

MATERIAL SOURCE:

(a) COMMERCIAL TEXT/U.S. ETHNIC AUSPICES

) Count ' ' Row
Rcw$ not occurred occurred Total
43 12 55
Armenian 78.2 21.8 100.0
53 1 54
Greek 98.1 ) 1.9 100.0
5 Co lumn 96 13 109
g Total ’ 88.1 11.9 100.0
chi square=8.53* (df=1)

MATERIAL SOURCE:

(b) COMMERCIAL WORKSHEETS/BOCKS

Count ) Row
Row$ not occurred occurred Total

. 48 7 55
Armenian 87.3 12.7 100.0

35 19 54
Greek 64.8 35.2 100.0
Co lumn 4 83 26 109
Total ) 76.1 23.9 100.0
chi square=6,38* (df=1) '
*b&.Oi

fa
&re
&
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Aruitoxt provided by Eic:

(a)

(b)

(e)

CONTINGEMCY TABLES

TABLE 26
FOR SIGNIFICANT DITFERENCES

BY SCHOOL AND LEVEL
FOR PREPARATION/SOURCE OF READING MATERIALS

MATERIAL SOURCE: COMMERCIAL TEXT/ETHNIC COUNTRY

Count
Rows

School
Armenian
Greek

Co lumn
Total

chi squaresll,

Count
Rows

Level
Nursery/
Kgn.

lst Grade

2nd Grade

Co lumn
Tc%al

chi square=8,32* -,

*p&. 01

MATERIAL SOURCE:

Count
Rows

School by
Level

Armenian:
Nursery/Kgn.
lst Grade
2nd Grade
Greek:
Nursery/Xgn.

lst Grade

" 2nd Grade

Co lumn
Total

Row
Total
not occurred occurred
$3 2 L3
96.4 3.6 60.5
38 16 sS4
70.4 29- 6 49.5
91 18 109
83.5 16.5 100.0
S3* (dg=1)
Row
Totzl
.-Dot occurced Sccnread
1< 0 15
100.00 0.0 13.4
s7 9 66
85.4 13.6 60.6
19 9 i 28
67,9 32.1 1 25.7
91 13 109
83.5 16.5 100.0
(dfal)

COMMERCIAL TEXT/ETHNIC COUNTRY

Row
Total
not occurred occurred
8 0 8
100.0 0.0 7.3
38 0 38
100.0 0.0 34.9
7 2 9
77.8 22.2 8.3
7 0 7
100.0 0.0 6.4
19 9 28
67.9 32.1 25.7
1 12 7 19
] 63.2 36.8 17.4
91 18 109
16.5 100.0

93.5

Y

Co
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8. Themes of Materials Used for Reading/Learning Activity

8.1 To what extent did seven themes of materials used for
reading/learning activity occur across the sample?

"Thermes of materials used for reading/learning activity"
were coded as one of seven mutually exclusive categories
(Table 27, p. 138). The major occurrences noted for this
variable were urban themes (24.2%) and rural themes (21.2%)
followed by themes that were related to the home (people and
family) and school (18.2%, respectively).

The 14 occurrences for themes found in the minor data
group indicated that ethnic religious holy day themes and
"other" ethnic themes occuried more frequently than any non-
ethnic theme (35.7%, respectively for both broups) (Table 28,
pP. 138). This data came from interviews of or about day
students and day school special-subject texchers (ET teach-.rs)
and included discussions of materials containing themes of
a religio-ethnic nature found in religion classes in the day
schools, Saturday Schools, and Sunday Schools. Along with
religious holy day topics, the themes were about religious
and national "heros", national holidays (ethnic), and moral

gnidelines.

8.2 How did categories of themes of reading materials relate
t¢ English and ET reading acquisition?
No significant relationship was found between themes and

English or ET reading as actual subject(s) of learning.
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8.3 Do schools and grade levels differ on categories of
.themes of reading mate: 1als9
There were no significant differences between schools
or among ¢rade levels on themes.
TABLE 27
FREQUENCIES FOR REORDERED VARIABLE

FOR THEMES OF READ ING/LEARNING
MATERIALS FOR MAJOR DATA GROUP

BY SCHOOL
ARMEN AN GREEK TOTAL
(n=86) (n=78) (n=164)
LA ] i 2 £ 2
Themes of Reading/Learning
Ma terials ]
Religious holiday 2 13,3 i 5.6 3 9.1
National holidays 1T 6.7 0 0 1 3.0
Home (Pecple & Family) 2 13,3 4 26.7 6 13.2
School 3 20.0 3 16.7 6 18.2
Urban 1 6.7 6 33.3 7 21.2
Rural 5 33.3 3 16.7 8 24,2
Fairy Tales 1 6.7 1 5.6 2 6.1
- Missing Data A 60 -- 131 ==
< 100.0 100.0 100.0
. TABLE 28
FREQUENCIES FOR THEMES OF READ ING/LEARNING MATERIALS
FOR MINOR DATA GROUP BY SCHOOL
ARMEN IAN GREEK TOTAL
(n=27) (n=53) (n=80)
LA 1 2 LA 1
Themes of Reading/Learning
Ma terials
Ethnic
- Religious Holy Day 2 100.0 3 25, 5 35.7
0t her 0 0 5 41.7 5 35.7
Non=Et+hnic/Both
: National Holiday 0 0 1 8.3 . 1 7.1
: . Rural Commun ity 0 0 1 8.3 1 7.1
Other 0 0 2 16.7 2 14,3
Qo Missing Data . 25 == 41 == 66 -
: 100.0 100.0 100.0
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9. Unobtrusive Measures of Reading Materials

9.1 To what extent did eight unobtrusive measures of reading/
learning materials occur across the sample?

Unobtrusive measures were considered separately from
cases having "Subjects of learning" 30 those PO's fell into
the minor data group. Only 14 occurrences of "Unobtrusive
measures of reading,iearning materials" were cited; nine from
the Armenian School.(64.3%) and five from the Greek School
(35.7%) (Table:29, p. 140). The major occurrences noted
for the wvariable consisted of two "other" categories; one
fco non-ethnic/English language charts and posters (50.0%)
and the other for incidental-:on-echnic/English language
materials (57.1%). Both commercially prepared ~harts and
posters and incidental non-ethnic/English language materials
occurred to a considerable extent less fregquently (35.7% and
42.9%, reépectively).

The findings appear to support the idea that there were
more non-commercial unobtrusive measures present in the two

schools of the study.
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TARLE 29 -
FREQUENCI ES FOR UNCBTRUSIVE MEASURES OF READING/LEARNING
MATERIALS FOR MINOR DATA GROUP BY SCHOOL

ARMEN |AN REK TOTAL
(n=27) (n=53) (n=80)
£ 2 £ 2 t 2

Unobtrusive Measures of
Reading/Learning Materials(a)
Missing Data 18 == 48 -~ 66 --

Charts & Posters

Commer, /ET/Non-Ethnic 1T 111 0 O 1 7.1
Commer./Eng. /Ethnic 1 11 0 O© 174
Commar. /Eng. /Non=E+hnic 3 333 2 40.0 5 35.7
Other/ET/Non=-Ethnic 3 33.3 0 0 3 21.4
Other/Eng. /Non-Et hnic 4 44,4 3 60.0 7 50.0
Incidental
Commer/Eng. /Non-Ethnic 5 55.6 1 20.0 6 42.9
Other/ET/Non=Ethnic T 111 0 0 T 740
Other/Eng. /Non=Et.hnic 4 44,4 4 80.0 8 57.1

(a) Each variable in this grcup was coded (1) if I+ ocaurred and
(0) if it did not ocaur. (If no ocaurrences were coded for
:@ny of the variables in the graup all items in the group
ware considered missing.) Frequencies are reported only
for ocaurrences.
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10. Multivariate Analysec

How do reading acéuiéition and pedagogical variables
interrelate with one anotﬁer?

As described in Chapter II in "Dimensions of 'Desira-
bility' of the Initial Readiag Acquisition Process" (pp.48-50)
it was of special interest to t@e researcher to examine.some
of Chall's concepts {1967, 1983) about initial reading acqui-
sition in relation to the other pedagogical factors of this
study. Chall suggested that a "code-empbasis method...i.e.,
one that views beginning reading as essentially different
from mature reading and emphasizes learning of the printed
code,"” is more appropriate at initial reading levels (1967,
p. 307). She also suggested that oral reading was essential
for the initial reading process. This emrhasis was repre-
sented in the present study by five methods and four strate-
gies: (1) Methods; alphabet recognition, alphabet spelling,
systematic phonics, word families and syllables; (2) Strate-
gies; round robin or circle, choral, modified echo, and
individual oral. Twe multivariate procedures - stepwise
regression and factor analysis - were used for a more compre-
ﬁensive and parsimonious examination of the interrelation-
ships'among thege nine Chall variables and 29 other reading
acquisition and pedagogical variables.

These analyses must be considered exploratory because
of two limiﬁations. The first is that almost all variables
were dichotomous &nd not normaily distributed. The second
is'that a subsample, having no missing data across all

variables, was uséd so that all torrelations were based on
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the same sample of observations (i.e., listwise deletion of

cases was used); there were only 47 such cases.

The Subsample

The subsample of 47 cases on which the two multivariate
analyses were performed was compared to the remaining 117
cases of the study sample on four major characteristics. The
subsample had a disproportionately large percentage of ob-
servations from the Greck School (66.0%) compared to 47.6%
of the total sample of 164, and 40.2% of the cases excluded
for missing data. However, the subsample did not differ from
the remainder of itle study sample on grade levels. The sub-
sample had a disproportionately large number of cases where
English reading occurred (63.8%) compared to 32.9% of the
study sample and 20.5% of the excluded cases. The subsample
did not differ from the excluded cases in which ET reading

occurred.

The Variables

The nine Chall variables were used in the analyses with
29 other variables. One variable, "Class size",-was én
interval measure. Three were ordinal: "Grade level”, "Study
year", and "Time" (progression) into school year. Nineteen

were pedagogical factors that were coded dichotomously as

present (1) or absent (2):

Actual subject(s) of learning
Englis anguage 1n genera

ET language in general
English reading

ET reading
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English writing
ET writing
-English speaking
ET speaking

Methods of teaching initial reading
(Analytic) whole words

(Analytic) sentences

(Analytic) intrinsic phonics

Approaches to initial reading/learning
‘Experientia

Basal reader

Preparation/sources of materials

Commercial Texts: ethnic country

Commercial Texts: United States/non-ethnic auspices
Commercially prepared workbook(s)/sheets

Calendars, charts, posters

Blackboard

Units of in-class reading/learnin
Small groups

"School" was represented by a single dichotomous variable

(Armenian=l, Greek=0), as was "Teacher".(homeroom teacher=l,
special subject teacher=0). "Language used in actual sub-
ject(s) of learning" was entered as four dummy variables:

. "English only", "ET only", "both neutrallv", "both with one
aiding". Me?2as and standard deviations for all variables are
presented in Table 30, pJlSL The correlation matrix on which
the factor analyses were based is presented in Appendix VII.

A large number of variables were excluded because there

was no variance on them in this subsample, (actual subiject(s)

of learning, other academic/ethnic and non-academic/non-ethnic;

approaches, individualized; strategies, oral/other and silent/

other; preparations/sources, teacher prepared text and books

other than textbooks), or because they were extcemely skewed,

i.e., they occurred in more than 90% of the cases (unit, the
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entire class) or less than 10% of the cases (actual subject(s)

of learning, other academic/non-ethnic and non-academic/ethnic;

metﬁods, phrases; units, individual and seat work; approaches,

other; strategies, silent/direct class or group and individual;

_preparations/sources, commercial text/United States under

ethnic auspices, teacher prepared workbook (s)/worksheet(s);

and other preparations).

10.1 What variables best predict the occurrence of a constel-
latioﬂ of methods and strategies emphasized by Chall?

For purposes of the regression analysis the researcher
conceptualized a single variable as the measure of the degree
of a Chall emphasis, operationalized as a count of how many
of the nine previously described variables occurred in a given
observation.

A step-wise regression (Nie et. al., 1975, p. 320f) was
performed using the Chall emphasis as the dependent variable,
with the 29 other variables. The summary table for this re-

gression is presented in Table 31A (p. 15). There were-eight variables

‘that each contributed 2% or more of the .variance (R2 change >.02),

totalling 52% of variance: "Level™ (.16), "School" (.07),.
"Ethnic Tnngue only" as langﬁage used (.04), "Blackboard" as

a preparation/source (.05), "Experimental” approach (.08),
"Sentence" method (.04), "English language in general'as an
actual subject of le?rning (.03), "Basal reader" approach (.02).

All but one of these variables :- "Blackboard" as a preparatinn/
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source -~ was negatively associated with the Chall emphasis.

Because the "8cho§l" variable was most strongly related
to "Class size" ( r=.89), "School" was omitted from a second
regression with thg results virtually unchanged other than
the "Class size" variable being entered at the second step
instead of "School"™ (Table 31B, p. 153).

Given the preponderance of negative correlations appear-

"ing in these regressions, it would appear that a lower grade

level, a larger class size, and the absence of the other
variables were predictive of greater overall usage of the
Chall eﬁphasized methods and strategies and accounted for
45;48% of the variation ih such usage. However, the follow-
ing factor analysis revealed: (1) that the Chall measure
was not unidimensional and therefore not a valid measure;

(2) that the nine variables used to construct the measure
were in some instances negatively related to each other, in
other instances were independent of one another; and (3) that,
with the independent variables which accounted for the over-
all variance, they were actually four independent dimensions.
Therefore, no further interpretation of the re&:essiops Qere

attempted.

10.2 wWhat are the dimensions underlying the reading acqui-

_sition and pedagogical variables?

Although a unitary Chall emphasis might be conceptually

valid, it was also.considered possible that the Chall varia-

bles might not function as one unidimensional variable. Thus,
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the nine individual Chall variables were included in on ex-
ploratory factor analysis with the other 29 variabiles.
(Ideally such an analysis would be performed using a minimum
éf four cases per variable; or 152 cases, rather éhan the
present 47 cases). The 38 variabies were subjected to a
principal axes factor analysis.with iteration and varimax
orthonal rotation, using the maximum off -diagonal element of
the correlation matrix as the initial estimate of communal-
ity (Nie et al., 1975, p. 480). There were 12 f;ctors having
eigenvalues greater than one. Eight of these .factors had
fewer than three items with significant loadings (.40 or
greater). Four factors were rotated and the resulting factor
matrix is presented in Table 32 (p. 154).with variable commu-
nalities. The factor array (variables loading .40 or greater)
for the four factors is presented in Table 33 (p. 1¢... Six
variables did not have loadings >. 40 on any factor: two Chall
variables, the "Systematic phonics" method and the oral re;d-
ing strategy of "Choral reading”; two analytic methdd$, “In-
trinsic phonics" and "Whole words"; "Time of year" and "Study
year". Three variables with loadings <.40 - the "small group"
as a unit of in-class reading activity, "English speakipg"

as actual subject of learning, and "Sentences" as a method

of teaching initial reading - were excluded from the factor

array and the subsequent discussion because the square of the

. largest loading did not exceed the sum of the squared loadings

on +. - other three factors. One variable "Commercial texts

of the United States under non-ethnic auspices", had twe

.1 63 . o




loadings <.40. Since the square of its loadings on Factor 1
excéeded the sum of squared loadings .on the other three

factors, it was included in F ctor 1. .

<~

The first factor named "English Reading", with an
eigenvalue of 7.82, accounted for 47.4% of the common variance.
It was characterized by its higﬂést loading itemsz "Ethnic
tongue reading" (-.972), "Homeroom teacher" (.972), "English
reading” (.945), "Commercial Text from: the ethnic country" (-.808)
and "English only language used" (.719). Although "English
reading” as the actual subject of learning ard "Homeroon
teacher" loaded with equal strength, the factor was named for
the variable of major interest in the study: "English read-
ing". Thus this cius#er of items seems to represent a
dimension of variables that are strongly associated with
"English reading”, as actual 3ubject of learning, "Homeroom é
teacher" rather than "Special subject teacher",.the absence
of "ET reading" and "Commercial texts from the"ethnic country"”,
and the use of "English language only". Two of the Chall-
variables were associated with this dimension, although less
strongly: the absence of the "Syllable" method (-.535), and
the use of the "Word families" method (.433). Also associated
with this dimension were "Commercially pfepared texts publﬁsh-
ed in the United States under non-ethnic auspices" (.575) and
"Commerciwlly prepared workbook(s)/worksheet(s) (.437) and
"English.Writing" ku424), the absence of ethnic tongue
"Language in general" (-.550), "Speaking" (-.549), "Writiag" ;

(=532) as actual subject(s) of .learning ard of the use of
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the "Ethnic tongue” (-.472), and the use of both "English and
the Ethnic tongue neither aiding or interfering" (.405).

The unidimensiorality of these variables suggests that
English reading and English writing as actual subjects of
learning, under the homeroom teacher, using English only as
thé language of instruction, commercially prepared texts

published in the United States under non-ethnic auspices and

workbook (s) /worksheet (s), and the word family method are all

positively related to each cther. They are negatively

related to the subjects of ET speaking , writing and language

in general, the use of texts commercially prepared in the
ethnic country, of éT as th language of instruction and

of the syllable method. It further suggests that the
occurrence of variables constituting this pedagogical dimension
are independent of or unrelated to the other three dimensions
identified in these results: "Class Size", "gxperiential
Approach”, and "Grade Level".

The second factor named "Class Size", had an eigenvalue
of 3.49 and accounted for 21.1% of the common variance. It
was characterized by its highest loading items: "Class Size"
(:897), and "School" (-.894)." (The Armenian School had
smaller classes than the Greek School to such an extent that
class size was the major variable charactevizing the school

differences.) Positively associated with the "Class size"

dimension was one Chall vaxiable, the "Modified echo" strategy.

*JxArmenian, 0=Greek




149

Two variables were negatively related to this dimension; i.e.
their use was less with larger class size: both "Englisﬁ and
the Ethnic Tongue used in an aiding manner" (-.460) and one
Chall variable, the "Individualized Oral" Strategy (-.422).

The third factor named "Experiential Approach", with an
eigenvalue of 2.83, accounted for 17.2%.6f the common variance.
It was characterized by its highest loading items: "Basal

reader” (-.824) and the "Experiential approach" (.799). Two

va;iabieé were pcsitively associated with the use of the
"Experiential Approach" dimension: "English language in
generzl” as actual subject of learning (.583) and the use of
the "Blackboard" as a preparation/source of materials (.405).
The fourth factor nemed "Grade level”, had an eigenvalue
of 2.36 and accounted for 14.3% of'the common variance. 'It
was characterized by its highest loading item which was
"Level"” (.627), Two Chall variables were positively associated
with this factor: "Alphabet Spelling" as a method (.581) and
"Round robin" as a strategy (.403). Two variables were
negatively associat2d with the "Grade level" dimension, oc-
curring less as level advanced: "alphabet recognition”, a
Chall variable (-.551), and use of "Calendars, Char*s and

posters" (-.501).

In summary the factor analysis, although exploratory in
nature, suggested four independent dimensions of pedagogical
variables. The first, "English Reading", consisted predomin-
antly of actual subjects of learning, with "Ethnic Tongue
reading” negatively loading on the factor. Two Chall variables
leo

‘ 'f?/}
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loaded on this factor: the "Word Family" method (positive)
and the "Syllable" method (negative).

The second dimension; "Class Size" included two Chall
variables; ‘(both strategies), "Modified echc ' (positive) and
"Individual oral" (negative).

The third dimension, "Experiential Approach", includ-

ed one actual subject of learning, "English language in general"

and the use of the "Blackboard" as preparation/source. The
"Basal reader" approach was negative to this factor. No
Chall variables were reléted to this factor,

: The fourtn dimension, "Grade Level", included three Chall
variables, with the "Alphabet s ~lling" method and the "Round
robin" st:ateéy loading positively and the "Alphabet recog-
nition" method leading negatively .

Two Chall variables, "Systematic Phonics" method and

"Choral reading" strategy, did not load on any factor.
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TABLE 30
MEANS AND STANDARD DEVIATIONS FOR 38 VARIABLES IN
REGRESSION AND FACTOR ANALYSIS (n-47)

Possible
Variables Range Mean (a) S.0.
Chall Items:
(Methods. of Teaching)
‘Alphabet Recognition 0-1 €.36 0.49
Alphabet Spelling 0-1 0.36 0.49
System. Phonics 0-1 0.26 0.44
Word Families 0-1 0.28 0.45
Syllables 0-1 0.13 0.34
(Reading Strategies)
Round Robin 0-1 0.15 0.36
Choral . 0-1 0.32 0.47
Mod. "Echo" 0-1 0.40 0.50
~Ind. Cral . 0~1 0.38 Q.49
Ciass Size 10-37 23.127 7.82
Grade Level 0-2 1.11 0.63
Study Year 1-2 1.19 0.40
Time in School Year 1-3 1.51 0.59
§g§3ect of Actual Learning
English Lang in General 0-1 0.15 .36
ET Lang. in- (eneral 0-1 0.17 0.38
‘Reading English 0-1 0.64 0.49
Reading ET 0-1 0.38 0.49
Writing English 0-1 0.26 - 0.44
Writing ET 0-1 0.13 0.34
Speaking English 0-1 0.21 0.41
Speaking ET 0-1 0.11 0.31
Methods of Teachlng
Whole Words 0-1 0.38 0.49
Sentences 0-1 0.55 . 0.50
Intrinsic Phonics 0-1 0.15 0.36
Approaches to Reading
" Experiential 0-1 0.13 0.34
Basal Reader 0-1 0.81 0.40
Preparation of Materials
Com.Text/Ethi.ic Country 0-1 0.28 0.45
Com.Text/U.S.,Non Ethnic 0-1 0.32 0.47
Com. Wkbks, Wksheets 0-1 0.40 0.50
Calendars, Chts., Posters 0-1 0.15 0.36
Blackboard 0-1 0.49 0.51

(a) Mean for dichotomous and dummy variables; i. e., those haV1ng a range
of 0-1, can be interpreted as percentage of observations in which
the Variable occurred.
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TABLE 30

MEANS AND STANDARD DEVIATIONS FOR 38 VARIABLES IN °
REGRESSION AND FACTOR ANALYSIS (n=47)

(continued)
Possible
Varialles Range Mean (a) S.D.
Unit of Reading Activity
Small Group 0-1 0.13 0.34
School 0-1 0.3¢ 0.48
Teacher 0-1 0.62 0.49
Language Used in Actual
Subject of’Learning
English Only 0-1 0.45. 0.50
ET Only . 0-1 0.13 0.34
Both Used Neutrally - 0-1 0.23 0.43
Both Used, Oné Aiding 0-1 0.19 0.40

(a) Mean for dichotomous and dummy variables; i.e., those having a range
of 0-1, can be interpreted as percentage of observatiins in which
_the variable occurred.
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‘ TABLE 31
SUMMARY TABLE FOR STEPWISE REGRESSIONS OF PEDAGOGICAL

VARIABLES WiTH CHALL MEASURE (n=47)

A. With "Schoel" Included

Multi- R?
Variable -~ ple R R Change _r B:
Level (a) .39 .15 .15 -.39 -.058
School .47 .22 .07 -.21  -2.011
"Lang. Uses: ET .51 .26 .04 -.21 -.819
Prep./Blkbd.. .55 .31 .05 .27 1.053
App./Experiential .62 .39 .08 -.10 -2.161
Meth./Sentence .66 .43 .04 -.25 -1.069
Actual Subj./Eng. .68 .46 .03 -.08 -1.104
Lang. Gen. -
App./Basal Read. .70 .48 .02 -.06 -1.231

(a)Arménian=1, Greek=0

B. With "School'" Excluded

Multi- R?

Variable ple R R Change _r = B

Level .39 .15 .18 -.39 .238
Class Size .46 .21 .05 .22 .010
Lang. Used: ET .49 .24 .03 -.21 -.675
Prep./Blkbd. .53 .28 .04 .27 1.119
App./Experiential .61 .37 .09 -.10 -2.571
Meth./Sentence .63 .40 .03 -.25 ~,758
Actual Subj./Eng. .64 .42 .02 -.08 -1.157

Lang Gen. .
App./Basal Read. .67 .45 .03 -.06 -1.456

170




154
TABLE 32
VARIMAX ROTATED FACTOR MATRIX FOR NINE CHALL VARIABLES
“AND 29 PEDAGOG{CAL V.\R(ABLES_. WITH COMMUNALITIES (ne47)

Variable Factor 1 Factor 2 Factor 3 Factor 4 Communality:
Method: Alphabét Recognition -.030 .010 .050 -.55 306
Method: Alphabet Spelling .3713 .071 2026 —.581 .483
Method: Systematic Phonics -.121 .053 .008 =200 .102
Method: Word Families .433 -.238 -.127 135 278
Method:" Syllables =.535 -.013 -.051 141 310
Strategies: Round Robin . 280 .254 A12 ,103 .318
Strategies: Choral -.2n .181 .039 -.339 L2233
Strategies: Modified Echo .079 . 406 -.103 .183 .215
Strategies: Individual Oril .107 -. 422 .048 .06 - .16
School T 068 =.894 002 .231 .857
Level ~.341 .232 -.179 .627 .59S
Actual .Subject: English Language Gen. .284 .015 .583 .0NY0 .429
Actual Subject: ET, Langusge Gen. =550 -.292 .078 232 a7
Actusl Subject: English Reading ..945 .052 .045 - 107 909
Actual Subject: ET Roading a7 -.014 -.006 .135 967
Actusl Subject: English writing .324 .037 .326 .23 .288
Actual Subject: ET Writing ~.553 .086 -.070 -.040 .297
Actuil Subject: English Speaking 11} .252 .399 2244 418
Actual Subject: ET Speaking -.549 .118 .007 -.043 .316
Method: Xiole Words 005 317 078 . 361 .237
Method: Sentencus ~.339 .439 .003 .419 .482
Method: [ntrinsic Phonics .288 . 289 -n98 181 <209
Unit: Small Groups .331 =312 =153 - 06y N K]
Approach:. Cxpericatial 117 -.285 . 799 .013 734
Approark- Busal Reading . -.179 218 -.824 185 .792
aration: Coms: Text/Eth. Country -.808 .356 -.130 -.104 .737
::gantion: Comm. Text/l.S. Non-Ethnic 575 -.130 =.1475 .l§9 .293
Preparation: Coms.. ¥kbks., Sheets 437 120 -.031 -.20 -280
Preparation: Calendars, Chts., Posters .286 -.089 .026 =.501 .3;“
" Preparation: ‘Blackboard -7 .082 408 BNy 196
Study Year -.062 .21 =175 .308 154
* Time of Yesr -.005 -.018 -.225 .29 13
Class Size -.134 897 .085 -.z.szg gg:

Uscd: English .719 135 .059 .0 .

) 322.‘1?2: Used: T Py i 0.133 -.108 - 105 .279
. Language Used: Neutral =305 .158 -.019 .US2 192
Language Used: | Aiding -.052 .00 .035 -.n§§ .212
i Class Teucher _.an ~014 .06 -.133 .967

Eigen value 7.82 3.49 2.83 2.36 s

% of Common Variance 47.40 21.1n 17.20 14.30

Q )
ERIC ,
.
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TABLE 33

FACTOR ARRAY FbR FOUR DIMENSIONS OF PEDAGOGICAL VARIABLES

Loading Description
Factor 1 - (English Reading)

972 Homeroom Teacher Teaching
-.972 Actual Subject: ET Reading
.945 Actual Subject: -English Reading

-.808 Preparation: -Commercial Text/Ethnic Country
: .719 Language Used: English .
} 575 Preparation: Commercial Text/U.S., Non-Ethnic
‘ -.550 Actual Subject: ET Language in General

-.549 Actual Subject: ET Speaking

-.535 *Method: Syllables
' -.532 Actual Subject: ET Writing
) -.472 Language Used: ET _
: .437 Preparation: Commercial, Workbooks, Sheets

.433 *Method: Word Families

‘ .424 Actual Subject: English Writing
! .405 Language Used: Neutral
iy Factor 2 - (Class Size)
: .897 Class Size
: -.894 School .
; -.460 Language Used: Eng. & ET Neutral

-.422 *Strategies: Individual Oral

.406 *Strategies: Modified "Echo"

Factor 3 - (Experiential Approach)

-.824 Approach: Basal Reader -
799 Approach: Experiential
.583 Actual Subject: English Language in General
.405 Preparation: Blackbnard

Factor 4 - (Grade Level)
.627 Level
.581 *Method: Alphabet Spelling
-.551 *Method: Alphabet Recognition
-.501 Preparation: Calendars, Charts, Posters
.403 *Strategies: Round Robin

* Chall Variables




1l. Out of class Biliteracy Acquisition
and Related Variables

; ~ What weré the most prominent of the variables that were
: observed qualitatively?

In spite of the debate in the literature as to the best
environments for learning a second language (see Krashen,
1976) , Fishman et al., (Final Report, Part II, 1982) found
little evidence of out-of-school influences on the biliteracy
écquisition process (p. 22). However, such findings regard-
ing the dependency on the school, rather than the community,
"for literacy acquisition "... may well be a reflection of
observer/ethnographer interest, which was primarily sciigol
based." (p. 37).

Although out-of-class variables were too few to quéhtify,
the protocols suggesied the existence of several variables
descrihed here but that should be systematically examined in
future studies: ET acquisition in but after school; English
acquisition for Esﬂ students; parental integrative motivation:;

cultural congzsuence of in-school (teacher) and out-of-school

(community) .

ET Acquisition. In but After School

The Armenian School had Saturday and. sunday school pro-
grams for the youngsters who at£ended the school and for
bthef children from the community. "Tre same textbcoks as
are in the day school are used in the Saturda& and Sunday
school. However; the ability levels are d;fferent. Children

in the Saturday and Sunday school program are grouped accord-
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ing ‘to chronological age and often third and fourth graders

in the saturday and Sunday school are reading at the first
grade level. Every Saturday and Sunday school teacher sends
an Armenian child to read at Sunday schoul Church services"
(Interview with Armenian teacher, Protocol Observation #11,
1980).

Many of the Greek families who lived in the commﬁnity
could not a.ford the.Greek day school tuitioi.. Therefore,
the &ay school had an extensive after-school Greek languige
program for youngsters who attended the regular publié school.
"After-;chool youngsters in the afternoon programs seem to
move ahead much faster in Greek than day schodl. students."
This may be because ™most children attending the after-school
program usually have just come from overseas". (Interview
with first grade English ceacter, Protécol Observation #134,
1980).

Pedagcgical and reading acquisition variables were not
observed in the after-school programs. After-school programs
should be compared with day school sn these variables as well
&3 proficiency.

English Acquisition for ESL Students in -and out of School
There was no ESL person assigned-to assist non~English

3peaking youngsters at the Armenian School. The principal
took ESL students to a resource room at a nearby public schooi
once a week.
At the Creek School, Noﬁ«English speaking ckildren in
» kindergarten through the third grade received Title I, English-

~as-a~second-language help, three times a week by an ESL teacher

17
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who was assigned to -the school by the Board of Education.

Parental Motivation

Schumann postulated that motivation is one of the
affective factors that influences second-language learning
(1978, p. 32). 1In this study, although there was little
evidence of out-of-school co-participation in the literacy
acquisition process, there was evidence of integrative
motivation (Gardener & Lambert, 1972) for learning Znglish
on the part of the students' parents.

When Armenians socialize, usually with others from the
same Europeaﬁ locals, they often speak the language of that
locale {e.g. Russia, Turkey) rather than Armenian. Similar-
1y, many of the parents are more comfortable with speaking
that langrage than wiéh Armenian. However, most parents,
although not proficient enough to help their children, want
them to learn English. Some of the parents learn
English on their jobs and some take Enélish cl;sses given by
the Armenian Benevolent Association (Protocol Observation

#35), so they can help assist their children in learning

English.

The parent population of 80-85% of the Greek School's

students was non-English speaking and predominantly new
arrivals po the United States (Protocol Observation 2113,
1979) . These parents, "...would prefer an all-Greek Program
with i..ensive curriculum in Greek studies and minor involve~-

ment in ﬁnglish." However, most 21l the students attending
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the Greek School do not go on to further their Greek educatioﬂ
-after they graduate from eighth grade. Competition to get
into special English high schools is very keen and parents
expect alot from their children. Since families kﬁow each
other, competition for good grades and for entrance into

"good" English high schools is encouranged by parents (Protocol
Observation #126). "All the Greek parents want their children
to be the best that they can, they will run out and get
anything: that you may request so that the children will be
able to move ahead" (Interview with second grade English
teécher, Protoccl Observation #152). One student's mother
asked the second grade English teacher to translate the English
homework into Greek so her child could explain the assignmént
to her and she could help Lim with his English assignments

(she only spoke Greek) (Protocol Observation #154).

Cultural Congruence and Attitudes

The studies reported by Rincon and Ray (1975), Cardner
and Lambert (1972), Anderson (1974), and the Ann Arbor Decision

(1979), were directed at the need for positive attitudes oﬂ

the part of teachers towards non-native speaking students

"...if a teacher understands the home culture and home language -

of a child, he can increase his effectiveness and exercise

an understanding towards a successful bilingugl/bi-cultural'

program" (Anderson, 1974). At both of the schools in the

study, most ‘teachers in the primary grades were of the same

ethnic backgrounds as the students. Those: that weren't often
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Students how the English ‘'sound' was similar to the 'sound'

conferred with the ethnic background “eachers o share ideas
and relate occurrences between teachir and student that

might require an .ethnically ori interpretation”.

Exemplifying this, the faculty at the Greek School reportedly
considered themselves a "close knit family" (Protocol Obser-
vation #120). The teachers worked‘tgget@er to help each
other and help the children lear:. in both English and the
ethnic tongue. "The English teacher commented tha% some of
the children were having a problem learning a sound in Greek.

The English teacher helped the Greek teacher by showiny the

in Greek. After that explanation, the children didn't have ;
any further difficulty" (Protocol Obs ‘rvation #120).

The foregoing were examples of. out-of-class "variables"

e
iy )Y

that were observed but not quantified.

The findings presented in the preceding sections are
summarized in Chapter V, and the possible meanings discussed,
followed by implications for reading education and adminis-

tration, and suggestions for future research.




N thimes
Mg,

PR

CHAPTER V

DISCUSSION OF MAJOR FINDINGS

This.researcﬁ~study focused on initial reading acqui-
sition in English and in the ethn: tongue and on -associ-
ated pedagogical variables in 164 observatiens at two schools
(Armenian and Greek) purported to be representative of an
(im)migration based:bilite:a?y tradition. Siénificant results
from the analysis of the data were presented ... relation to
ethnégraéhically derived research -questions (See Chapter III,
pp. 84-86).

Based on these ethnographic research findings certain con-

o 2 L:)

jéctures can be made about the process of biliteracy acqui-

sition across the primary grade levels (Nursery-Grade 1) in

the two study schools. The following summary and related

discussion sections are numbered to correspond with major

question and findings sections in Chapter IV. Possible impli- ‘%
cations for reading education and administfation follow, @s

well as suggestions for further research.

summary of Major Findings "

1. Reading English an¢ the Ethnic Tongue (ET):

l.la . As independent actual subjects of learning, reading
of English and of the ethnic tongue océurred to a

similar extent.

l.1b: As subjects of learning, reading of botir languages
actually occurred more than they were intended.

{
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1.1c

1.2
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English and ET reading occurred to a (reater extent
than writing or language skills in general.

The schools wexa not similar in regard to reading
English and ET. 1In the Greek School, English read-
ing was intended more in the nursery/kindergarten
and it actually happened. Reading ET was intended
more in the Armenian second grade and it did not

actually occur.

Language Used in Learning:

2.1

2.2a

2.2b

2.3

English and the ethnic tongue as the language used

(medium of learning) occurred alone in approximately:

one-quarter each of the observations.

The English language alone was used almost twice as |

much in English reading, while the use of both
languages (English and the ethnic tongue) occurred

almost as frequently as the use of the ethnic tongue

language uses alone in ET reading.

When both languages were used they were used in an

aiding or neutral manner.

‘Use of both languages in a neutral manner occurred

more in the Greek second grade.

Methods of Teaching Reading:

3.2

Only synthetic (decoding) methods were significantly

associated with English and ET initial reading acqui-

sition; alpha' it spelling and word families with

reading English and the syllable method with reading
ET.

173
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3.3a

Alphabet recognition and alphabet spelling (syn-
thetic) occyrred to a greater extent in the nursery/
kindergarten while sente¢ince reading (analytic) pre-
dominated at the second grade level.

3.3b The analytic method of sentence reading predominated

at the Greek School at the second grade level.

Rezding Strategies:

4.1 Oral reading strategies predominated at both:‘schools.

4.3a Group oral reading strategies of choral reading and
modified "echo" cceurred more at the Greek School.
4.3b The individual oral strategy occurred more at the

Armenian Schcol.

Approaches to Teaching Reading:

3.1 The basal reader was the prevailing approach used

regardless of English or ET reading.

($1]
.
(%)

The basal reader was used much iess in the nursery/

- kindergarten.

Units .of In< La$s Reading:

6.1 The entire class was ‘the most frequently oc:urring
unit.
6.3 The. entire class unit occurred more in the Greek

School.

Preparation/Source of Reading/Learning Materials:

7.1  The blgckbqgrd was the most frequently éccurring
preparation/source of.ﬁatérials.

7.2a Associated with reading EﬁQliSh were commercially

prepared textbooks published in the Uhited States

under nonzethnic auspicies and commercially prepared

- 180,
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7.2b

7.3a

7.3b
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workbooks and worksheets.

Associated with reading ET were commercially pre-

pared textbooks published in the United States under
ethnic auspicies and commercial texts publisiied in
the. ethnic country.

Commércial teit™ooks published in the United States
under ethnic auspicies were used to a greater extent
in the Armenian school.

Commercial texts published in tie ethnic country
were used to -a greatér extent in the Greek first

and sacond. grades.

8. Themes of Materials:

8.1

The two predominant categories were urban and rural

themes.

9. Unobtrusive Measures of Reading Materials:

9.1

The findings suggest the presence of more non-com-

mercial unobtrusive: rieasures.

iO. Exploratory Multivariate Analyses:

10.1

10.2

10.2a

The "School" variable functinned the same as the
"Class size" variable in the regression analyses.
Relatjonships do exist among reading and process
variébles, suggesting four independent dimehsinns

of the initial reading acquisiéion“process: English
reading, Class size, Experiential approach, Grade
level. '

The Chall-emphasized methods and strategies did not
cmstitute a vnitary dimension.

1.81' | ;
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10.2b Synthetic (decoding) methods were positively related
to reading and grade level.

10.2c Reading strategies were related tc class size.

11. Out-of-Class Related Variables: =
Ethnographic observations conf. rmed the occurience of out-
‘9f-class variables that influenced the initial reading

acquisition process.

Discussion of Major Findings

1. Reading English and ET

(1.1) As independent actual subjécts ¢f learning, read-
ing of English and of the ethnic tongue occurréd to a similar
éxtent. Reading of both languages as' an intended subjeict of
learning was found to cccur to a lesser extent than reading
as' an actual cubject did suggesting that reading acéually _
occurred:. when other subjects of lear.ing were ilitended. The j
finainés of this study seem to indicate that the students in
these two bilingual programs were actually reading more than
their explicit curriculia suggested.

The belief articulated by the present federal adminisi-
tration that bilingual programs, dedicated to pres rving a
student's ﬁative language in the classroom, interfere with
the acguisition of English literacy skills (Daléy, 1983;
Holséndolf, 1982) does not seem to be supported by the find-

;i ings of this study. 1In fact, the use of more reading in both

languages may enhance the acquisition of English literacy. o

According to this raszarch, English and ET reading
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occurred to a greater extent than writing or language skills
in general. This study suggests that the traditiohal belief
that formal reading acquisition should be built on oral
language skills méy ncc necessarily have to ™e so. Perhaps
Week's opinion (1979), that early emphasis on acquisition of.

reading can enrich‘the'"total language ‘base” (other language

skills) by increasing a reader's vocabulary ané by providing

different opportunities for children to encounter different
sentence structures in reading than in speech, is a viable
alternative to present pedagogical policies.

(1.2) The schools were not similar in regard to reading
Engiiqg, . 1though they were purpcrted to be ¥epresentative
of a similar biliterdcy tradition (immigration based). There
appears to be 2 clear policy in the Greek School regarding

reading- English; English reading was intended more in. the

nursery/kindergarten and that was what actually happened. #l-

though both ‘schools were representative of (im)migratich based
bilingualism, the Greek (Schéol was much more impacted by a
recent large stable immigration. This may also explain why
the Greek School gave greater emphasis to English.

On reading ET as the intended and actual subject of learn-
ing, it appears that the Armernian Schoonl, as a whole,wassimi—h
lar o the'Greek. However, reading ET was intended more in
the Armenian second grade. Apparently, the intention to do

more- Armenian reading in the second grade was not actually

wccurring.
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In light of these findings one cannot assume that bi-
lingual curricula reflect language acquisition as it actually
occurs in the classroom. This suggests a need for the docu-
mentation of clearly stated pedagogical policies regarding
the implementation of curricula actually used for bilingual
acqguisition programs.

€

2.. Language Used in Leaining

(2.1) English and the ethnic tongue as the language
used (medium of learning) occurred alone in approximately
one~quarter each of the observations.

(2.2) However, the English language alone was used al-
most twice as much in English reading than the ethnic tongue
alone was used in ET reading. In ET reading, the use cf both

languages (English and the ethnic tongue) in a neutral manner

occurred almost as frequently as the use of the ethnic tongue

language'alone. In the vast majority of the cases where both
languages were used it was in an aiding or neutral manner.
(2.3) The use of ‘woth languaqges in a neutral manner was
apparently occurring more in the Greek second .grade. The
school, although representative of a similar biliteracy tra-
dition (immigration based), did not have the same pattérns of

language use. One cannot generalize a grade-related increase

in the use of the ethnic tongue .anguage alone. The by=school/

by-grade-level analyses revealed that the ethnic tongue used
alone occurred in approximately 20% of the cases in the
Armenian nursery, one kindergarten, both first grades, and

‘the Greek second grade.
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The .research and theories on 1aﬂguage acquisiticn as re-
lated to bilinéualism are primarily associated with the "degree"
of proficiency a person may have in either Lj and/or L2
(Cummins 1979, 1981). 1In the present study no assumptions
could be made as to which language was. Lj or Ly. In addition,
there was no data available on'level of proficiency in either
language.

Tne present study findings seem to be consistent with those
in the Significant Bilingual Instructional Features Study
(Fisher and Guthrie, 1983) where English was assumed to be
L, (althcugh proficiency data were not presented). In that
study, "English was used by ifstructors approximately 70
percent ‘of the time...."(p. iii).

Some proponents of bilingual/bicultural programs believe
that literacy training should be started in a student's native
language and simultaneously be iatroduced to English, or a
second language, so that he can learn to be literate in both
languages (Balinsky and Peng, 1974; Lambert and Tucker, 1972;
Montoya, 1975). 1In planning biliteracy programs it is im-
portant that educatiénal administrators, curriculum special-
ists and res:archers carefully document the Lj-L; variatiodns
in their programs and studies. It may be tempting  to make
assumptions about "Li"™ in the expediency of establishing an
"ideal," or politically or fiscally advantageop$7 program.
Whether such programs are educationally advantageous cannot

be adeyuately assessed until proficiency results of such

programs are considered in relation to actual Lj~Ly variation

Q
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and how the languages are used in instruction in reading acqui-

sition for both languages. Most standardized reading tests

in assumed L; (ethnic tongue) are in Spanash. There is a need
to develop tests in other languages if a true assessment is
to be made of E; proficiency.

3. Methods of Teaching Initial Reading

(3.2) Only "decoding" (synthetic) methods of teaching
initial reading were significantly associated with initial
readiny acquisition in both English and the ethnic tongue.
Alphabet. spelling and word families were significantly associ-
ated with reading gnglish. The syllables method wa< associ-
ated with reading ;n the ethnic .congue.

The pésitivé%assdciatiods of English reading with the
methods of alphabet spelling and word families may be a re-
sult of the overwgelming use of basil readers for initial
reading lessons (76.6%; See "Approadhes" Seztion). Chall

(1983) found tha@ basal’ readexs included moreé ;Hecoding"
methoddlogy in their teachers' manuals and workbooks. The

emphasis on the use of syllabication as a method of teaching

. initial ET reéding may well be a reflection of the phonetic

nature of both the Armenian and Greek languages which have

a greater grapheme/phoneme correspondence than does English.
In addition, the emphasis on syllabication for teaching ET
reading may be the result of a desire on. the part of -ethnic
tongue teachers to maintain a continuity of traditional,
home~country methodology while living in the diaspora. Such

consistent use of synthetic methods was noted by Fishman et
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al., (1982), who suggested such usage may reilect a combi-
nation of "...an American influenced back to basics emphasis"

and "...a continuation of traditional, classical, 614 world

pedagogic emphasis" (Final Report, Part II, 1982, pp. 13, 14).

(3.3) Alphabet recognition and alphabet spelling (syn-
thetic) occurred to a greatiar extent in the nursery/kinder-
garten while sentence reading (analytic) predominated at the
second grade level. These findings appear +o0 substantiate
a greater emphasis on decoding (synthetic) methods at the be-
ginning reading levels. It tends to support Chall's con-
tentions that a "c¢ode-emphasis method . . . i.e., one that
vieWs beginning reading as essentially diéferent from mature
reading and emphasizé§ learning of the printed code" #.1 e
appropriate at those levels (1967, p. 307), a position more
recently voiged by Adams, Anderson and Durkin (1984),
Gonzalez (1984), and Ehri and Wilce (125). In addition,

these findings are coisistent with Fishman et al.'s findings

taat the synthetic method was primarily implemented in nurser-

y/kindergarten and first grade and that the sentence method

(analytic) became very iﬁportant in the second grade and is

"...clearly a grade related phenomena rising>consistently

from grade to grade." (Final Report, Part II, 1982, p. 13).

Without proficiency data, these findings shed no i;ght
on the lingerihg debate by reading researchers and educators
over: which method, "decoding" (Flesch, 1955; Chall, 1967,
1983; Ehri and Wilce, 1985) or "meaning" (Smith, 1978;

Goddman, 1982) is "best" for teaching initial reading skills.

187
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4. Reading Strategies

(4.1) According to the present study, oral reading state-

gies preééminated at both schools at the initial stages of
reading ihstruction/reading acquisition.

(4.3) The group oral reading strategies of chural read-
ing and modified "echo" occurred more at the Greek School
while the individual oral strategy occurred more at the
Armenian 3cheol.

These research findings are not consistent with Tierney
et al.s(1976) assertion that the most frequently used oral
activity is "round robin". Rather the most frequent strate-
gies were those d2scribed by Allen (1976) as choral reading,
by Heckelman (1969) as "echo" reading, and the individual
oral strategy.

These findings are consistent_with Fishman et al.'s
regarding the choral reading strategy predominating at the
‘Greek School. The overwhelming use of group oral strategies
(choral and moaified "echo") at the Greek School and indi-
vidual oral at the Arme “ian might be attributed to class
sizé, sinc2 it would be difficult to use individual strate-
gies in the Greek School where class sizes were over 25 in
kinderiyarten through grade two. In addition, these differ-
ences may actually reflect a particular preference perhaps
characteristic of a specific cultural and/or school pedagogy.

Both schools manifested the use of oral reading‘which
Chall considers essential for "unlockiang" the printed word

(194¢7Y. This finding corresponds with Chall's belief that
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oral and articulatory responses by children should be an inte-
gral part of an.initiai reading program (1967, 1983) and
fosterC the deve;pément of meaningful reading, i.e., these
schools tended to do‘what Chall recommended. This finding

is also consistént with Masland's (1984) suggestion that
teachers of reéding in multi-ethnic classrooms accept and
value the oral language of children that are bilingual. How-
ever, Adams, Andefsoq:and Durkin (f984) have suggested a
contrary view: that oral r@#ading strategies can contribute.
to young readers' perception of reading as speaking to another %

4 " rather than getting something from another. These findings

suggest a need for further examination in both bilingual and

LS we e

monolingual reading prograrms.

S. Approaches to Teaching Initial Reading

(5.1) The research found an overwhelming reliance on
the use of the basal reader as the approach used by class-
room teachers regardless of English or ET readihg as the
subject of learning. .

(5.3) Schools did not differ on approaches; however,

the basal reader was used much less in the nursery/kinder-

garten.

The few occurrences of .he experiential approach, as
described by Storm & Smith (1930) and Lamoreaux and Lee (1943),

éugéésted that it may be used to a greater extent in the

nursery/kindergaften than in later grade levels. s

Barton and Wilder (1964) found that basal .ecaders were

‘ used over 90% of the time by first, second, and third grade
- . ikjteaéhers. Both Austin and Morrison's (1963) and Chall's
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(1967) analyses also found basal readers used almost ex-

clusively in initial reading programs, although their content

To

-and methodology were considered unsatisfactory for teaching
initial reading skills.
This was substantiated in the present study where the
use of the basal reader was the approach found to occur more
frequently in the first and second grades. The overwhelming
use of the basal reader as a "total reading program” leads
this researcher to ponder about the extensive investment in
"completé package approaches" to teaching reading on the part
.of educational administrators. Is the educational field,
either ﬁonolihgualycr bilingual, relyiné on too much publishef {,
prepared materials or is this a phenomena particular to the |
two sample. schools? |

6. Units of In-class Reading

(6.1) The entire class was the most frequently occurring
unit of in-class reading/learning activity. .

(6.3) This unit ¢ccurred more in the Greek School than

in the Armenian School.
- This firding may not reflect a pedagogical preference

for particular units of in-class instruction for reading.

It may instead be a practical consideration since classes

in the Greek School were two to three times larger than in
the Armenian School. However; it is this researcher's person-
al observation that the Greek clas.room had an atmosphere '
suggestive of the "one-room schoolhcuse” which, in fact, has

been described by one administratcr as being the case in

many schools in Greece.
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There sesms to be no literature oa uvniss osf in-class

reading activ;tles in bilingual classrooms. This suggests
o

that the ecucatlowal acdminiscrac
may naed to be aware of not only oI pedagogical and practiceal
! considerations for using a particular unit(s) o in-class

eading activity, but of cultural consideraticnsas wall.

-~

Preparation/Souvrce 0f Reading/Learnin~ Materials

(7:1) The most Zrequently occurrirg praparaticn/source
o reading/leazning materials was the use oI the blackboard.

(7.2) The matarials associatad with reading English were

-

commercially prepared textbooks published in the United Stages

under non-ethnic auspices ;nd commercially prepared workdooks ;
and worksheets. Tne ma.,:LaTS that wer2 associated wi%l N
reading EIT were commercially prepared taxthoos published in

Lhe United States under sthaic auspicges.

g

(7.3) The commercial %textbcoks punlished in the Tnited

es were used to a grzatar sxiant

Q

tes under ethnic auspi
the Armenian 3chool. This re2lian<te on nmaterials Irom
“he Armenian Archdiocese's central ewacational dissemination
center may reflect an atsemdt £o maintain the use of Zastern
Armenian in the materials given to children. In regaxrd to
this, Fishman 2t al., noted that "Recently, two minor process-

es have begun to disturb the reliance of 'diaswora' schools

)

on Eastern Armenian teXts. First of all, a growing number
of Soviet subsidized texts has been made available to the

diaspora schools, some of these in Western Armenian. Second-

1y, a trickle of new arzivals has dbegun .coming to =he USA...

~

T \‘l ( ; ) . .
~+ERIC £zom, Soviet Armenia proper and, theTeiOi#, Western irmediap 1511:
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( speaking and reading" (1982, pp. 23, 24). The special
- subject ET teacher in the Armenian School said that the

e

children found tﬁé basal readers and accompanying workbooks
"colorful, interesting and enjoyable".

Commercial texts published in the ethnic country were
found to be used tp‘a greater ertent in the Greek first and
second grades. Although the Greek Archdiocese maintains\a
materials center, the special subject ET teachers at the
Greek School preferred to order primary grade textbooks from
Greece, despite the fact that they contained tﬁemes that
depicted rural experiences because the content and skills
material in the texts published under the Greek Archdiocese
were too ”bab}ish” for their students. The possible reasons
for between school differegées in the use of home country
texts may be due to poth political and dialectical ones. In
addition Armenian schools in the dizspora are of differant
denominations whereas those at "home" are alllqﬁ one denomi-
nation.

The materials used for English were plentiful and
included several basal re;ders and supplemental series with
accompanying workbooks, phonics series, and a reading skills
development series which incorporated records and video
materials.

These findings suggest three possibilities for edu-

. cational administrators and readiﬁg speciéiists. 1) The
reliance on the published materials may'be a genuine re-
flection of teacheré concerns for their respective students'
interests, néeds,and ability levels and not just a matter

Q

Eﬂ&ﬂ;of convenience. 2) The use of gg2e materials was a

IToxt Provided by ERI




" the reading materials used in the two schools were urban and

"views and not directly observed.

manifestation of a particular "pedagogical philosophy" on
the part of the schools where the choice of textbooks used
was left to the professional and/or personal preference of
the teachers. 3) The decision to select and use some texts

were motivated by "political" consideration.

8. Themes of Materials Used for Reading/Learning Activity

(8.1) The two predominant categories of themes found in

rural themes. These findings are essentially consistent
with Fishman et al.'s that the "...data reveal a decisive 5
preponderance of non-ethnic topics" (Final Report, Part II,
1982, p. 24).
(8.2) The present study found no significant relation-
ships between themes and reading English or reading ET as
actual subject(s) of learning. There were four occurrences

of ethnic related themes and these were reported in inter-

Although the present researcher is aware of adminis-
trators in monolingual parochial schocls who order parochial‘
editions of basal readers (e.g. Scott Foresman's Catholic
Editions) and other language acquisition texts because they
contain religious themes, such themes were not noted in the
parochial.editions of texts used in the Armenian School for
ET reading (see Preparations/Sources Section).

These fiﬁdings were not consistent with Goodman's (1982)
bélief that reading material in early language instruction

should "...focus on mundane situationally related language
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such as signs, directions, descriptions, transcribed-conver-
sations, etc. (pp. 68-69):

However, the research seemed to be somewhat consistent
with Chall's (1983) findings that material used for reading
contained urban and suburban themes related to the lives of
multirgéhnic, multiracial populations.

Perhaps the distribution of themes of reading materials
in the two study schools "...is indicative of the fact that
ethnic schools discharge a joint role: theyv ethnicize in
an American way and they Americanize in an ethnic way"

(Fishman, Gertner, Lowy and Milan, 1982).

9. Unobtrusive Measures of Reading Materials

(9.1) Although findings appear to support the idea that
there were more non-commercial unobtrusive measures present
in the two schools of the study, the number of cases and
the nature of the categories assignéa for unobtrusive measures
reguires further inveéstigation. However, Webb et al., (1966)
contended that there are many unobtrusive measures of class-

room interactions that do not require behavioral observations

of persons and activities.

10. Multivariate Analyses: Dimensions of the Initial Reading
Acquisition Process

The question of what constitutes "good" or "bad" reading
and what are desirable components of an initial reading program

have been debated in the literature (Flesch, 1955; Weiner and

Cromer, 1967; Chall, 1967; Smith, 1978; Shuy, 1982; Goodman,

1982, etc.). Given the operationalization of "proficiency" .
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as reading scores in previous empirical studies and the lack
.of such data in the present study, thes¢ variables could
only be examined in relation to what is theoretically "good".
Based on Chall's (1967) suggestion that a "code" empha-
sis method is more appropriate at initial reading levels and
that aral reading is essential for the initial reading pxocess,
the following methods and strategies representing those
concepts were used as an operationalization of desirable or
"good" process: (1) Methods; alphabet recogni:ion, alphabet
spelling, swstematic phonics, word families, syllables; and

(2) Strategies; round robin or circie, choral, modified echo,

individual oral. The interrelationships among these nine
Chall variables, English and ET reading, and 27 pedagogical
variables were explored using multivariate analyses on a
limited subsample having data on all the variables.

(10.1) The researcher conceptualized a unitary measure
of "the Chall emphasis" which was operationalized as a count
of how many of the above nine variables occurred in a given
observation. A step-wise regression (Nie et al., 1975,

p. 320f) was performed using "the Chall emphasis" as the
dependent variagle but was not interpreted because the factor
analysis suggested by the "the Chall emphasis" was not uni-

dimensional.

(10.2) A factor analysis of the 38 variables, although
exploratory in nature, suggested four independent dimensions
of the inicial biliteracy acquisition process; "dimension"

meaning an independent source of variation common to or
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underlying, in this case, a group of reading acquisition
process variables (Rummel, 1970). ) | i

(10.2) The first dimension was English Reading, which
consisted predominantly of actual subjects of learning,

- having a negative relationship with Ethnic Tongue reading. -é
Two Chall variables were related to this dimension: the |
occurrence of the "Word family" method and the absence of the
"Syllable" method. This dimension suggested that English
reading and English writing as actual subjects of learning,
under the homeroom teacher, using English only as the language
of instruction, commercially prepared texts published in the
United States under non-ethnic auspices and workbook (s)/work-
sheet(s), and the word family method tended to occur together.
They are related to the absence of the subjects of ET reading,
writing and language in general, the use of texts commercial-
ly prepared in the ethnic country, of ET as the language éf
instruction, and of the syllable method.

The second dimension, Class Size, included two Chall
variables, both strategies: the presence of "Modified echo"
and the absence of "Individual oral" in relation to larger
Class size. The "School" variable was virtually synonomous
with the "Class size" variable

The third dimeﬁsion, Experiential Approach, also includ-
ed one actual subject of learning, English language in general
and the use of the blackboard as preparation/sourcé. The

absence of the basal reader approach was related to the oc-

currence of these variables.

-
O
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The fourth dimension, Grade Level, included three Chall
variables with the "Alphabet Spelling" method and the "Round

robin" strategy occurring more at the higher grade level and

the "Alphabet recognition" method occurring less at the high-

er grade level.

These multivariate findings should be interpreted with

* some caution as the subsample from which it was derived

contained a disproportionately large number of cases in which
English reading occurred (frem the Greek Schcol), although

ET reading and the grade levels were represented to the s-=me

-extent as in the larger sample. Nevertheless, the four

clusterings of variables was generally consistent with the
findings for the pairwise relationships among them. |
This analysis suggests that there are four dimensions of
initial reading acquisition that underline the multitude of
pedagogical variables: The relatively mutually exclusive
reading of English or ET, class size, experiential or basal
reader approach, and grade level. Associated with reading
as subject of instruction, in both English and ET, were the
use of one language only, a commércially prepared text, and
synthetic decoding-word families in English and syllables
in ET. English writing was associated with English reading;
all the ET language skills were associated with ET reading.
Class size, independent of other variables, was related éo
the choice of Fwo strategies: modified echo for large and
individual oral for small. The experiential approach tanded
to occur with the use of the blackboard and with English

language in general, and with the absence of the basal
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reader; the experiential approach was independent of language

"subject, grade level or class size. Grade level, independent

of language subject, was associated with one of two synthetic
methods: alphabet recognition in the lower grades and alpha-
bet spelling in the higher grades along with the round robin
strategy. The analytic methods were not ciearly related to
any of these dimensions, nor were the synthetic methods of
systematic phonics or the strategy of choral reading.

These dimensions-English Reading, Class Size, Experi-
ential Apprqacﬁ, and Grade Level-cannot on the basis of this
exploratory analysis be generalized. Given the ethnographic
nature of the present stﬁdy observations, some variables
were noted as being either present or-absent. Nevertheless,
these ethnographically-derived variables and resultant di-
mensions can serve as the basis for more structured studies,

suggested in the section on future research.

ll. Out-of=-Class Biliteracy Acquisition and Related Variables

In summary these ethnographic observations confirmed the
occurrence of out-of-class variables, suggested in some of
the literature, that should be considered by administrators,
reading specialists, and researchers in relation to biliter-
acy acquisition. The more prominent were ET acquisition in
but after school, English acquisition for ESL sFudenfs,
integrative (parental) motivation (Gardner and Lambert 1972;
Lukmani, 1972; Cooper and Fishman 1972; McDermott, 1976;
Oller et al., 1977); ethnic identity (frasure-Smith and °

Lambert, 1975; Taylor, 1977) and cultural congruence of in-




school f‘teacher) and out-of-school (community) (Gardner and

Lambert, 1972; Anderson, 1974; Johnson, 1975; Rincon and

Ray, 1975; Fiske, 1982).

As suggested by this study these influences are clearly
present and the nature and magnitude of their influence on
biliteracy acquisition should be taken into account in

planning curricula and in evaluation.

Conclusion

The present study of initial reading acquisition in
English and the ethnic tongue and of a myriad of related
pedagogical process vafiab;es was based on 164 ethnographic
observations in two schoolé representative of an (im)mi-
gration-based biliteracy tradition. The study yielded ethno-
graphically derived variables and a coding format that pro-
vided for the quantification of those variables. Although
these findings cannot be generalized, severalnsuggest im=-
portant implications for bilingual education: English and
ethnic tongue reading occurred to similar extents: reading
in both' languages occﬁfred more than other language skills,
and actual reading occurred more frequently than intended;
both languages were used in nearly half of the observations,
with 82% of such usage being in a non-interfering manner;

oral reading strategies predominated; basal readers were

used almost exclusively. -

Exploratory analyses, including multivariate analyses,

suggested that significant relationships do exist among
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‘reading and process variables, and suggest four independent

dimensions of the initial reading acquisition process:
English Reading, Class Size, Experiential Approach and Grade
Level. The "Schgol" variable functioned the same as the
"Class size" variable in the regression analyses, suggesting
that differences between schools on study variables were
attributable td éifferences in class size. The Chall-empha-

sized methods (decoding) and strategies (oral) did not consti-

tute a unitary dimension.

Implications for Reading Education
and Administration -

1. Since there is little related literature on the dy-
namics of what occurs in a. bilingual classroom the current
study has added a new dimension of information baséd on ethno-
graphic inquiry into the general nature of the pedagogical
influences operating in the process of initial reading acqui-
sition in English and in the ethnic tongue. This suggests
that it might be of value for reading and curriculum special-
ists and educational administrators, to moxre consciously uti-
lize such a viewpoint in understandihg and assessing both
"process" and "product" of initial reading acquisition in not
only biliteracy programs, but in monolingual and monolingual
second~language-learner programs as well.

2. The belief of the present Eederal:administration that
it is counter productive to the aéﬁuisition of English literacy
to have programs dedicated to preserving a student's native

language is not supported by this study. Almost half of the

Observations in this research were consistent with Fishman's

<30
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hybothesis that each language does grovide a "...context for
learning, using,And evaluating each other." Curriculum
specialists in planning curriculum for bilingual classes
should provide for the utilization of both languages with
considerable confidénce that it will not interfere with the

initial reading process.

3. The present study findings suggested that reading
educators and administrators should consider the possibility
that reading is occurring to a greatetr extent than their
intended curricula specify, and that, as Weeks (1979) sug-
gested, an eérly emphasis, on acquisition of reading can en-
rich the "total language base" (other language skills) by
increasing a reader's vocasulary and by providing airfferent ‘
opportunities for childrgn to encounter different sentence
structures in reading than in speech. o
4. The finding, that the use of the ethn%c tongue alone

éid not, on the whole, actually increase with grade level

suggests that such use needs closer scrutiny. It also calls
attention to the possibility that the ethnic tongue cannot
be assumed to be L.

5. The differences between schcols on, for example, choice

of reading strategies or class units; cannot be assumed to

be a function of culture (e.g. Greek chorus or one-rocm

schioolhouse) but may rather be the result bf practical con-

siderations such as class size,

6. The overwhelming reliance of the basal reader suggests

the need for administrators and educators to maintain a clear

R01




awar;ness of the relative influences of préicticality, con-
venience, expediéncy, pedagogical philosophy, personal,
political, and cultural considerations on their decisions
about not only materials but other pedagogical techniques
as well.

7. The influences of parental motivation and of cultur-
al congruerice were qualitatively observed to function in the
dynamics of biliteracy acquisiéion. They should be con-
sidered by educators and admiqistrators in teacher training,
and in planning curricula and evaluation. Sucii 2 consider=-

ation can increase sensitivity to student differences in

ethnic background; znd reinforce the cultural heritage found

in a pluralistic society.

Future Research

The present study identified tne extent to which a
myriad of variables occurred and the relationships that ex-
isted among them in the processes of initial reading acqui-
sition for English and for the ethnic tongue at two ethno-
religious schools in Neé York €ity.’

As a researcher, curriculum specialist, course coordi-
nator, and teacher this researcﬂer‘suggests the following
further research utilizing the present study variableg:

1. Further use of the presen; study's Protocol Obser-
vation.Coéing Form (POCF) would S;nefit from the following
changes of specific items in the variable groups:

(a) "Préparation/Source of Materials" should

22
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include an item for basal reader as a type of

material, as well as a type of approach. Cate-
gories for commercially prepared workbcoks/work-
sheets, books other than texts, and calendars,

charts and posters, ‘etc., should reflect where

they came from (ethnic country, United States/

ethnic or non-cthnic auspices).

(b) The variable, “Themes of Reading/Learning

Materials™ should be coded as independent dichecto-

mous items rather than as a mutually exclusive

variable. Ethnic and non-ethnic content proved to

be mainly irrelevant and shoulh be eliminated.

Several items should be addsd to this variagle group

including fairy tales and animal stories.

(c) Unobtrusive measures should include items

for teacher-made and student-made charts and posters

using written language, and for those th;t use photos,

drawings, and designs.

2. An important use of .open-ended, non-structured ex-
ploratory research in general and ethnographic research in
particular is to suggest specific foci for structured studies.
In particular, a structured study utilizing the coding frame-
work established for this research at a variety of public
zcrmols might oe conducted. This study should include planned,

led visits that cover a two-year period which idre made

.ar intervals thrcaghout the school year.
3. In order to examine how English and the ethnic tongue

p rough -their use and evalu-
U3 .
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ation for each other, the ways they are used in the classroom
and for what purposes, could be investigated.
4. Since the observations for the current study focused

on classes that were ostensibly language acquisition, there i

was little data from which to make inferences about language
used in relation to other subjects. A study could be conducted
to look at how English and ET are used in relation to non-
language skills subjects.

; 5. Further»inveétigation into the role of (out-of-

| school) social and environmental variables on the biliteracy
acquisition process via structured interviews with parents,
dnd community members is suggested.

6. Inveétigation into the role(s) of student, teacher,
and parental attitudes regarding social, affective and in-
structional factors on the biliteracy acquisition process
via ethnographic inquiry is recommended.

7. The factor analytic identification of~dimensions
of the initial reéd@ng acquisition process needs to be re-
plicated using all study variables and a sample of approxi-
mately 250 cases (observations). A checklist for presence
or absence of variables would eliﬁinate the problem of missing

data.' More discrete measures of their occurrence, such as

amount of time, similar to the Significant Bilingual In-

\
structional Features Study (1983), occurring would yield (
interval data and be more appropriate for factor analysis. |

8. Other variables which cbuld be examined in relation

to those in the present study include:

(1) Proficiency. Several of the key concepts in/

R04




the literatﬁre on bilingualism (biliteracy per se) were re-
lated to the issue of proficiency: (é) the degree of pro-
ficiency a person may have in both languages. (b) how
proficiency in a first language (L]) was related to a second
language (L2).

This study involved ethnographic observatons of the.
reading acquisition process and did not test proficiency in
reading. One could not ascertain whether the students were
compound or coordinate bilinguals (Weinreich, 1953; Albert
and Obler, 1978; McLaughlin, 1978) since there was no
specific information about what the students' first languages
were. In addition this study did not look at the individual
but at the class as the basic observational unit.

It would be valuable to exaﬁine standardized pre and
post tests of Lj; and Lp reading proficiency concurrently with
a structured examination of the process variables that occur
in bilingual classrooms. This should be done by controlling
for level at which ET reading is introduced as a subject of
learning. The dimensions of the initial reading acquisition
process could be examined in relation to proficiency. with
the possibility of regression analyses identifying process
variables that predict "good" reading.

(2) Types of Language Programs. All of the read-

ing-acquisition and pedagogical variables could be compared
for the various types of monolingual and bilingual programs.

(3) Pupil Interest. Further research is needed

regarding the relationships of various ethnic and/or non-
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ethnic themes. of reading materials to pupils' reading

interast invantories.

Exploratory analyses have suggested significant relation-

ships that do exist among reading and process variables, and
that there are independent dimensions of the initial reading
acquisition process. Synthetic (decoding), but not analytic
(meaning), methods were related to reading and to grade
level. Reading strategies were related to class size.

The present study has provided a basis for more
structured studies and the possibility of identifying process
predictors of reading proficiency. The ethnographic process
has highlighted influences and raised questions for class-
room teachers, reading and curriculum specialists, and
educational administrators about assumptions that may often

be overlooked in planning beginning language arts programs.

A
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APPENDIX I -
| VVENTORY OF VARIABLES RELATING TO B! LINGUAL CLASSROCMS

(from Mackey 1976, pp.142-145; transliated by B.A. Rudes)

The student

a) his/her age

b) birthplace

c) where he/she has lived
d) schools attended

e) years at each school
f) the family milleu

i ncome

education

social mobility
educational aspirations
geographic mobility

UV H UGN —

g) the language(s) of the home

- stability (or change)

< degree of use

- linguistic competence

ethnic attitudes

- trips abroad

- available bocks, magazines, newspapers, etc.
- linguistic behavior of visitors

NOWNM P UWUN —
'

h) linguistic behavior of student at home

! = his/her linguistic impressions
i television )
i1 = radio
iii - classes
Iv movies and theatre

2 - oral language use |,

i -~ with pzrents
il = with brother(s) and sister(s)
iii - with others

i) his/her attitudes
| = ethnic-attitudes

2 - attitudes toward school
3 - attitudes toward elders

- j) his/her linguistic abilities

1 - ways of learning
2 - ability to understand
53 < ability to express him/herself
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k) psychological profile
(2) His/her social milieu
a) the neighborhood of the student

| = its social character

2 - proportion of each language, the respective econamic
status of these languages

3 = preportion of bilingua! homes and their econamic status

4 - proportion of "others" and their economic ‘'status

b) !inguistic character of the neighborhood

! - type of speech or of dialect of each langusge
2 - other languages or dialects
3 = degree of interference in normal language use

(3) His/her student milieu
a) geographic location and student population of the school
b) linguistic graups

! - percentage and varities (language of the home)
2 - percentage and kinds of bilinguals

c) spontanecus (unmonitored) linguistic behavior

i nterpersonal usage
graup (team) usage

graiping of students
criteria for grauping

Q.

N

=
to

i = by language

ii = by age _

iii - by degree of comprehension of the other language
= number of graups

population of the graups

number of instfructors per grcup and the function of each
the language of interaction of each graup

= the norms of success for each graup

Lo BN
L)

e) 1 = wishes of and col laboration by student organizations
of the two languages '

(4) The teachers
a) their linguistic behavior

1 = proportion of instruction in their native language
2 - proportion ¢f instruction in their second language
3 = proportion in the two languages (percentage of alternation)

b) their linguistic ability




1 = in the native language
2 - in the second language

c) their professional competence

1 - years of teaching

- in=service training

- years of experience

training and experience in bilingual education
- experience wi th students at the same age level
- professional degrees

dedication

flexibility

DLWV HUWUN

d) their teaching methods

learning sequencing

team teaching ]

meth 'd¢s and preportion of linguistic correction
the use of pictures and audiovisual techniques
I nteraction

WV HWN —

e) attitudes and awareness of goals

- Textbocks and teaching materials .
a) textbocks (in each language)

b) sutitled and sound movies (in each language)
¢) laboratory tapes (in each language)

Syl labi

a) subjects taught in one language

b) subjects taught in the other language
c) subjects taught in both languages

The structure of instruction
3) kinds of graupings
b) kinds of presentation
1 = only in one language
2 - in one language with systematic repetition in the other
3 = controlled alternation
4 - free alternation

c) kinds and contents of school supervision
d) ways in which articulated

e) language caurses

f) student caunselors

Status of the lanquages and dialects
a) political status

b) econamic status

¢) cultural status

d) linguistic similarity

o
2
(0.0)




APPENDIX II

Sample Protocol. C. Riedler

11/16/79
Armenian School
Observation
English Class
lst Grade

Observer's Comments About Classroom and Lesscns

1. Classroom very colorful; pictures, posters and children's work are
around room. All signs, words, etc. are written in English; except for
the ordinals numbers 0-10 whzch are on the upper part of the front
bulletin board. These numbers are written in both English and Armenian
with the corresponding representative symbols. Eg. two

" yergoo

o

2. The teacher often explains ideas in Armenian when some youngsters
cannot understand in English.

3. The class is small, approximately 10 children. Several of the young-
sters speak English with accents. Their English syntax and pronunciation
is not at an age-appropriate level. One youngster, who recently arrived
from Turkey, speaks no English or Armenian. The teacher fesls that she
is having difficulty with "reaching" this youngster.

9:30

Observation of Class Lessons

I. Calendar Lesson and Experience Chart:
A. Teacher calls on a calendar person (student) to mark the date.
Calendar person goes up and marks off the date on the calendar and

says, Today is . The teacher writes this on the board.

B. Several children read yesterday's calendar story from the chart in
the front.

C. 1. Individual students provide calendar story while teacher
writes it on the board

Good Morning!

Today is Friday, November 16, 1979.

We are going to start to paint our
mural today.

2. The teacher points to the words in the story and class ''reads"
the story together.

3. Teacher points out the difference between our and are.
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Sample Protocol

15 minutes

Observations of Phonics Lesson

I. Teacher started using Foundation for Reading, 2nd Ed., Durrell &
Murphy, Harcourt Brace & Javonovich for the first time this year.

II. Teacher says she is very pleased with thi§ new material. The
children huve made much more progress since they started using
this approach. )

III. Several students come from another class to participate in phonics
lesson.

Phonics Lesson

A. Teacher holds up a card with the letter "V on it. She says, What ' :
letter do these words start with, as she points to a list of words on
the board.

vanilla

vegetables

vinegar

vitamins
Teacher asks students to say the word after her. She presents the words
in Armenian if some of the students don't understand.

B. Teacher then asks students to listen to three words-she is about to
pronounce. If the word starts with the phoneme /v/ the students are
instructed to raise their hands.

C. After the /v/ is completed the teacher asks children to read the ending
sounds for each of the following columns. She then calls upon individual
children to read the words that correspond to the ''sound groups."

ear ick ine ing ice

near kick nine king nice

rear nick line ring mice
tear lick fine wing rice
fear slick . sing

) Reading Lesson

Note: Class has two basic reading groups. Teacher thinks she really needs
to have an additional group for those students who do not know much English.
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Sample Protocol

Stulents are provided with independent seat work activities while a
reading "'group" is working with the teacher.

Group I - Text: A Pocketfull of Sunshine by Clymer & Barrett
Ginn & Co., Xerox Ed. Co.

I. Teacher places review words on the board and asks students to read them.
E.g. Jill, Bitl, rides, runs, hides, can, I. go, Lad, am.

P. 32 New word THIS

T. - Look at the picture. What is it that Jill can ride?

S. = Jill can ride this.

T. - Who can tell me something about the word THIS? When you use the word
it can mean alot of things. You look at a picture in the book.
gg; your hand on the word. How is it spelled? Trace it with your

fmger. .

P. 30 Workbook. Children are instructed to draw a picture in the space
provided. -

e.g. I can hide this.
] /
I can ride this,
1 |
This can run.

| N

Seat Assign. Complete pp. 36 and 37 in workbooks.

Group II - Reading Lesson

P. 38 on board. Yes and No

T. The sound of e in yes is /&/. You'll be learning it vvry soon in your
spelling book, so if you learn it now you will know it later.

P. 39
T. Read it to yourself first. Nots: .
Some students use
Each.child reads the ? out loud and responds by fingers as guide,
a yes or no. others use pencils.

Text'e.g. Can Lad ride this? (There is a picture of a dog next to a
bicycle.) YES or NO .
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Sample Protocol

Teacher writes the letter F on the board. She asks to give her a word
that starts with F. Several students provide words starting with /F/.
Students are then instructed to go back to their seats and complete
independent assignments.

, Note: There are approximately 10 children in class. Groups are 4 - S in
¢ a group. Children worked woll independently.

Observer's Note:

After attending the 4th Grade at Holy Martyr's School children do not have
any further Armenian schocling in a day school. They can attend the
Satuiday school, which is held at the day school.

There is also an extensive church school program which also uses the day
school facility.




APPENDIX III

Cateqgories used for Coding 1979-1982 Project

l. School = @rmenian, (Brench, @'eek, Debrex

2 & 3. Protocol observation based on date of observation
Numers go in sequence based onthe amount of
observations (categorizations) for a particular date.

e.g., observation date 04/22
Ist observation categorized 01 04 22
2nd observation categorized 01 04 22

4., Language Used in or Discussed in observation

g. - EMT ®-m. , Brench, @reek, Pebrew
+h

5. Grade observed

N = Nursery Note:

K = Kindergarten I(E) or I(A)

| E or A indicate class
2 observ., was made in
3+

other = Some reports were based on teacher inter-
views, etc,
others were not noted when reports were made

6. Observation dates °

early (Sept - Dec)
middle (Jan - March) -

L)late (Apr - June)

7. Year observed
(@) 1979 - 1980
(b) 1980 - 198|

8. Academic Specialists

Intervieis & observations
incipaI~,@arning©znsul+anf, @acher, @)unselor -
O=observer
e.d. ot = observation of teacher
it = interview of teacher

9. Other interviews & observations

G mnunHy' aders (non-religious)
ligicus(Deaders -(Students -(Pprents
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(W iunteers -@observer
; e.g. os = observation of students
10. Sociographic issues - with respect to graphic system

(® Reading Print Writing Print
) (B)Reading Writing Writing Writing

: > indicates problems with specific language and EMT

1. Lanquage learning in General (Grammar & Vocab)

; - general lang. work (Spelling, Compsit, etc.)
Reading

: - Speaking

- Writing

Categories 12, 13, 14, 15 related to sociopedagogical
aspects

Primarily Reading
*However when #i | has@#lz, 13, 14, 15 pertains to peda-
gogy related to writing

12. 1 Strategies foi~ learning to decode

(@) Analytic - (Alphabet or phon)
® Synthetic -
- aliphabet
. - phonics
? (intrisic phonics method may also be referred to)
© Syl labaries

2 Sentence reading (usually found in Gr 2 & up)”
I3. Unit of ln'sfrucfion used 2

camplete class
small greaup
'© Individual

'14. Ap proaches 3

a experiential

b basal reading

¢ individual

d teacher made material

15, Oral Reading 4

(@)raund robin
(D) choral
(c)individual
(d) silent
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16. Where literacy is learned

@ome, @).:hool, (©>mmun ity

17. General Contexual background

le« School .as a whole
2. Classroom

2a. Class activities
3. Parents

4, Staff

5. Students

6. Other (Community)
7. Culture-as-a=-whole

18. HNature of the Material itself

(Bthnic/BonBthnic  Both

le Home

2, Community

30 Ch urch

4, School .
5. General

19. Sociolinquistic (non-standard)

Vocab
Phonology
Grammer

+ other related to Sociolinguistic but not necessarily
l, 2,3

20. Contrastive Language Problems
zye?- Lexical
NoJ -~ Greammer
= Phonology

Also \/ means assoc with item but not enactly lexical,
grammar or phonological

2l. Use of | lang to help another or vice versa

E —>EMT (Eng aids in learning EMT)
EMI-=Eng (EMT aids in learning)

E < EMT (EMT interferes with learning Eng)
EMI&-Eng. (Enge interferes with learning EMT)

EMI-Eng fSome involvement of cne lang
Eng-EMT [ with the other
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APPENDIX IV

Sample of Tentative Analytic Parameter~ ('variables')
for This Study

Some of these are derived from the previous study [Fishman et al.,
1982]. The reorganized "variables'' and the new ones are jndicated by
an asterisk. (*)
1. Protocol Number
2; School - Armenian or Greek
3. Observation Years - 1979-1980

1980-1981
4. Observation Dates - Early - (Sept.-Dec.)

Middle - (Jan.-March)

Late - (April-June)
S. Level Observed - Nursery

Kindergarten

‘ Grade 1
;'“ Grade 2 -
Grade 3+

Other

e *6, Site of P.O.
class

elsewhere in school

anotliex class

learniny consultant's office
‘ library
}. lunchroom
|

out of school

{

O . (;’ 2036




Type of P.O.
observations of in-class lessons
observations of out-of-class lessons
interviews
observational comments within an interview
8. People involved in observation

Teacher

Principal

Learaing consultanc

Title specialists

Students

crents

Other (non-school)
9. C(Class size

From 10-15

From 15-20

From 20-25 -

From 25-35

10. Sequencing of Languages Taught

English first
ET first
Both - simultaneously
*11. Time allotments in Formal School Schedule
For English - Daily - 1-3 hrs., weekly 0-5, 5-10

For ET - Daily - 1-3, weekly 0-5, 5-10




*12.

*13.

*14,

*15.

221

Intended subject of instruction
English
ET
Other academic subject matter
ethnic
non-ethnic
Non-academic
ethnic
non-ethnic
Léhguage skill of intended subject of instruction
Reading
Speaking
Writing
Actual subject of instrﬁction
English
ET
Other academic subject matter
ethnic
non-ethnic
non-academic subjeét matter
ethn@c
non-ethnic
Language skill ¢f intended subject of instruction
Reading
Speaking

Writing

Nt veren RBen sniend s e

cnars 3
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16. Medium of communication
English
ET )
Both ‘

*17. Analytic mgthods of teaching initial reading skills
Whole word
Sentence
Intrinsic phonics

*18. Synthetic methods of teaching initial reading skills
Alphabet spelling
Systematic phonics
Word families
Syllables

19. Unit of in-class reading instruction
Entire class
Small groups
Individual
Combination of units

20. Approaches to initial reading instruction
Experiential
Basal Reader

Individualized

Combination of approaches




21. Reading strategies

Oral
round robin or circle
choral reading
modified 'echo!
individual
combination of strategies
Silent
Both
*22. Sources of readiing materials
From 'old' country (Ethnic)
; Published in U.S. under ethnic auspices
' Published in U.S. under non-ethnic auspices
*23. Materials used for reading acquisition
Commercially prepared
textbooks
workbooks
individual sheets
Tezzher prepared
é packets
individual work shezets
Other
24. Ethnicity of reading materials
Ethnic
Non-ethnic

Both




f : *25. Themes of reading materials
"Home
School
Holidays
national
religious
Community
urban
rural
*26. Unobtrusive measures of literacy
In class
signs and posters
books
Out of class
notices in hallways
-sign posters in librery, lunchrooms, etc.
27. Influence of one language upon another
English used to aid ET
ET used to aid English
English interferas with KT

ET interferes with English
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é ] *28. Out of class reading instruction
(In school during the day)
By another teacher
By a specizlist
By another student
By a parent
Other
*29, Out of school reading instruction
For students
For parents

For others

Note: These analytic parameters (Mvariables'’) will continually be refined

as inter-rate reliability for coding is established.
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APPENDIX V

RATERS BACKGROUNDS

Rater #2

Mrs. Gladys Ortiz .
. a. B.S. in Ed.-Bilingual Education/Reading CCNY, NY, 1982.
b. Bilingual Reading Teacher, IS. 233, Manhattan, NY.
c. Currently iix Master's Program in Counseling/Psychology
at Lehman Coilege, NY.

Rater #3

Dr. Michael Gertner

a. M.S.-Ph.D., - French and Romance Philology, Columbia
University, NY, 1971.

b. Assistant Prof. Romance Languages, University of
Cincinnati, Ohio, 1971-1978.

c. Researcher in Sociolinguistics, Language Resources Project,
Yeshiva University, NY, 1971-1978.

d. Assistant Prof. - Doctoral Program in Bilingual Education
and Developmental Psychology, Ferkauf Graduate Center,

_Yeshiva University, NY, 198l-present.



1.

2.
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APPENDIX VI

Directions for Analyzing the Protocol Observation

Coding Forms (POCF)

The information presented on the Prctocol Observation
Coding Forms (POCF) is not in any specified order. See
the Index of |tems for Referral for the Protocol
Observation Coding Forms.
Initially read thrcugh each Protocol (P) and decide how
many Protocol Observations (PO's) the~e are in each
Protoco! Observation (PO).
a. Indicate the number of the Protoccl Observation
on the left hand side of the unit. (See sample
s heet)
b. A separate Protocol Observation is created for:
(1) each distinct activity
(2) each of ‘Several activity groups

(3) each distinct subject in an interview
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Index of Items for Referral for the Protocol Observation
Coding Forms (IPOCF)

(Computer #'s)

1. Protocol Number (PN) (1-3)
2. Protoccl Observation (PO) 4)
3. Schools (Armenian, Greek) (5
4, Date of Protocol Observation 6-11)
5. Level Observed or Discucsed . (12-15)

(Nursery-Grade 3+)

6. Site of Protocol Observation Unit (16)
63. Number of children in class
(If #6 1s "In o n2n) (17-18)
7. Typefof Protocol Observation
(Observations and intervi ews) (19)
8. People involved in PO (20-323
9. Intended Subject of Instruction (33-34) '

10. Communication Language of Intended Subject
of Instruction (English, Ethnic Tongu-,
Both) (35)-

11, Actual Subject of Instruction (37-47)

12, Comnunication Language of Actual Subject
-of Instruction (48)

13. Analytic Methods of Teaching Initial Reading
(Whole word, Phrases, Sentences, Intrinsic
Phonics) (49-52)

14, Synthetic Methods of Teaching Initial
Reading (Alphabet Spellir~ Systematic
Phonics, Word Families, & :-8) (53-56) . -

15. Unit of In-Class Reading Instructicn
(Entire Class, Small Groups, Individual) (57-59)

16 Approaches to Initial Reading Instruction
(Experiential, Bacsal Reader; .
Individualized) (60-62)

17. Reading Strategies (Oral and Silent) (63~-68)
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18,
19,

20.

Reading Materials (Preparation and Source) (69-75)
Theme of Reading Material (761D
1 (80)

Unobtrusive observations of language materials

in physical enviromment (Reading material

present, but not utilized in the caurse of

the activity taking place during the protocol
observation.) (5-28)

2 (80)
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Clas< Sizes for the Armenian & Greek Schools:
1979-1980, 1980-1981

Armenian School

-

~

1979-1980
English. Armenian
e Nursery - 15 same
2. Kingergarten - 19 same
3, Grade 1 - 10 same
4, Grade 2 - 17 same
5. Grade 3 - 18 same
1980~1981
e Nursery - unknown -
2. Kingergarten - unknown -
3. Grade 1 - 16
4, Grade?2 - 9 9& 17
from Gr. 4 & 5
Greek School —
1979-1980
English Greek
1« Kingergarten - 25 same
Z. Grade 1 - 28 same ]
5, Grade 2 - 25 . same
1980~1981
g 1. Kindergarten - 25+ same
2. Grade 1 - 37 same
3. Grade 2 - 25 same
247
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Of ficial Faculty Designations for the Armenian and Greek
Schools for the Academic Years 1979-1980, 1980-1981

Armenian School (Holy Martyrs)

Principal: Mrs. Sarah Dadaurian ‘
English Classes 1979-1980; 1980-1981

1. Nursery, Kindergarten, Grade 2, Grade 3 had the same
teachers

2. Crade 1 - Mrs. K¢ - 1979-1980
Miss Z., - 1980-1981

Armenian Classes 1979-1980; 1980-1981

1. Nursery & Kindergarten had a specific Armenian teacher
who worked in the Nursery and Kindergarten classes in
the presence of the respective English teachers for both .
years.

2., Grades 1-4 - Nadia taught tuese classes for both years
of the study.

Greek School (St. Spyridon)

Principal: Mr. Papadopoulaus
English Classes 1979-1980

1. Kindergarten - Mrs. Ziotos - al | day from Sept.-Nov.
a.me only for the rest of
the year

- Mrs. Hatzis - p.me Only from Nove.-June

2. Grade | - Mrs. Condos

3. Grade 2 - Mrs. Semetis

4, Grade 3 - Mrs. Sills

1980-1981

1. Kindergarten - Mrs. Ziotos - a.ms only from Sept.-Nov
returned in Feb. from a
child care sabbatical

2. GCrade 1 - Mrs. Condos




3.

4.
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Grade 2 - Mi-s, Hatzis
Grade 3 - Mrs. Sills

Creek Classes 1979-1980; 1980-1981

Grades 1-3 - Mrs. Konstoulos - Sept.-Nov., 1979~1980;
Grades 3-5, 1980-1981

Grades 1-2 - Mrs. Ziotos - Nov.-June, 1979-1980;
Sept.-Nov. , Feb.-June, 1980-1981




"Reading Materials Used in Armenian and Greek Schools

Armenian School

English Materials - Al | mterial published in U.S.A.,
' non-ethnic auspices

Nursery - teacher prepared materials
Kindergarten - Lok, Listen, Learn, Bockman Readiness

Program, Harcourt Brace & Jovanovich,
Inc, U.S.A.

Grade 1 = Foundations for Reading, 2nd Ed. (Phonics)
Durrel & Murphy, U.S.A.

A Pocketful of Sunschine, (Basai rReader &
Workbock) Ginn & Co., Xerox Education
CO. s "!.!:’Svo

A Duck_is a Duck, (Basal Reader,
Skil Ipack & Workbodck) Ginn & Co., U.S.A.

Helicopters and Gingerbread, (éasal
Readcr, Skillpack & Studybock) Ginn &
Co. b“U.s.A.

Grade 2 - Basal Reader & Workbock, Ginn & Co., U.S.A.

Armenian Materials - under ethnic auspices

Nursery - teacher prepared ditto sheets & charts

Kindergarten - Readiness Bock prepared by Diocese of the
Armenian Church of America, N.Y.C., U.S.A.

Crade 1 - Armenian reader, workbock & conversation
bodcks prepared by Diocese of the Armenian
Church of America
teacher prepared materials

Grade 2 - Armenian reading text and workbodks pre-
pared by Diocese of the Armenian Church
of America

Teacher prepared materials (dittos,
t+ransparencies)
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Greek School

English Materials - Published in U.S.A. under
non-ethnic auspices

1. Kindergarten - Breaking the Code (Alpha Series),
records, filmstrips, ditto sheets, Avista
Corp. NDE Division, U.S.A.

Ditto alphabet sheets, Jenn Publications,
U.S.A.

2. Grade 1 - English Alpha Series, records filmstrips,
chatterbock dittos, Avista Corp. U.S.A.

Phonics We Use {phonics series), U.S.A.

Bank Street Readers and workbocks, Bank
Street, U.S.A.

Basic Goals _in Spelling, by Kotimeyer,
UOSOA.

3. Grade 2 - Bank Street Reading Series

Phonics We Use Series

Basic Goals in Spelling Series

Greek Materials 1979-1980 - Under ethnic auspices

1+ Kindergarten - Teacher prepared ditto sheets
2. Grade ! - Greek reader published in Greece

teacher prepared dittos and work
materials

3, Grade 2 & 3 - same as Grade 1

Religius textbocks published in Greece

1980-1981
Grades 1, 2, & 3 - Greek readers and textbocks written in

Demotica (modern Greek). Published in
Greece
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PROTOCOL OBSERVATICN CODING FORM

A separate unit is created for:

(a) each distinct activity

(b) each of several activity graups

(c) each distinct subject in an interview

1. Protocol number (PN) (1=3)
2. Protocol observation (PO) . 4)
3. School 1. Armenian
2. Greek —_ &
4. Date of ‘Observation . (6-11)
month  day year
S. Level observed or 1.  Nurs./Kgn. (12)
d i scussed:
2. Graye 1 (13
(check as many
as_apply) 3. Grade 2 (13
4, Grade 3 and above (15)
6.~ Site of POU 1« Official Classroom (16)

2. Classroom other than official
(one answer only)

3. Learning Consultant!s of fice
4, Library

5. Hallways

6. Lunchroom

7. Other - in school

8. Out of school

6a. (If #6 is "IN gop n2u)
No. of children in class (17-18)

7. Type of POU 1. Observation of ) (19)
formal/planned/
structured activity
(one answer only’

2. “bservation of casual/
casual/unstructured
(Activity includes activity
People and Behaviors)
3. Interview (Observer
participates)

=52



Observation of unobtrusive
language (reading) materials
in physical enviromment (no

pecple involved).

(1f POU is an interview code inte:view content in the items
t+hat follov.)

8.

People involved in POU

TEACHER:

236

‘ (1) Official day (20)
For each category, code: schenl class
(Blark)-~-=not involved (2) Special subject (21)
e I=interacting in POU ~ day school
‘ 2=discussed but not (3) After school (22)
present .
PRINCIPAL (23)
' (1f ET (ethnic tongue)
language teacher is LEARNING CONSULTANT (24)
‘ not of ficial class
g teacher, she is special TITLE SPECIALIST (25)
. subject teacher.) (Bd. of Ed. Fed.,
Lo other)
STUDENT:
(1) Regular day (26)
school
z (2) As instructors __ (27)
(3) After school (28)
: PARENTS:
(1) Regular day (29)
i school
(2) As instructors. (30
(3) As after school 1)
s tudents
; OTHER (Sgacify):
; (32)
9. Intended subject of instruction: (33-34)
(one answer)
Language in general: (Ai"iy activity related to the subject
of larguage; not including reading, writing, or speaking.)
233
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01 English
02 Ethnic Tongue (ET)

Reading: (The process by which a person learns a system
of rules for extracting information from a text. This
can be done throaugh the application of various methods,
strategies, and approaches.)

03 English .
04 Ethnic Tongue (ET)

Writing: (The information of characters as letters,
words, symbols. These characters have basic components
that are either letter-sound characters, syl lable-sound
characters, or word-concept characters.)

05 English
06 Ethnic Tongue (ET)

Speaking: (Vocal communication of the system of sounds
(piionics) of a particular language. Refers to either

| etter-sound correspondence, sy! lable-sound, or word-
concept units. Does not include reading alacud.)

07 English
08 Ethnic Tongue (ET)

Other Academic: (i.e. not lanquage)

09 Ethnic (e.g. ethnic number system, history
| esson abaut an ethnic hero)
10 Non-ethnic -

Non-Academic: (e.g. art, music)

11 tthnic
12 Non<ethnic

Comnunication language of intented subject (35
of instruction

{(code one)

1. English
2. Ethnic Tongue (ET)

Both: (Influence of one language
upon another)

3« English used to aid ET

4. ET used to aid English
5. English interfers with ET
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11.

12

Speaking:

6. ET interfers with English

7. Neutral - (bcth present, neither
aiding or interfering)

Actual subject of instruction:

(check as many as apply)

Lanquage in general:

English

Ethnic Tongue (ET)

Reading:
English -
Ethnic Tongue (ET) —_—
Wr itings
English -
Ethnic Tongue (ET)

English
Ethnic Tongue (ET)

Other Academic Subject Matter:

Ethnic
Non=ethnic

Non-Academic:

Ethnic
.Non-efhnic

Comnun ication language of actual subject
of instruction.

(code one)
1. English only

2, Ethnic Tongue (ET)only

DO
i

(36)
(37

(38)
(39)
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(Influence of one language '
upon ancther)

3. Engiish used to aid ET

4. ET used to aid English

v 5. English interfers wi+h ET

' 6. ET interfers with English

7. Neutral - (both present, neither
aiding or interfering)

\
.1
13. Analytic (Whole to part) methods of teaching ]

initial reading skills: i

(check as many as appiy)

Whole Word = (Entire word is pronaunced (49)
and combined with other words
to form sentences)

Phrases - (Whole words proncunced in graups) (50)
e.g. the black cat

Sentences - (Words read as a string of N Gn
individuai words without
p hrases)
Intrinsic Phonics - (Phonics introduced - (52)
after analyzing sight
words)

14. Synthetic - (from part to whole) methods of i
teaching initial reading skills:’

{check as many as apply)

Alphabet Spelling (letters of words are (53)
pronaunced and then the word
I s proncunced)

@.g. "cM=Man=ntn = K@a‘lﬂ(kgf)

Systematic Phonics (letters of words are (54)
pronaunced in sequence and Then
sounds are combined into a word)

esge "Kki'=tpg M=t = kzeﬁ(ké’f)

Word Families (words are built on base (55)
: sound units either beginning,
medial, cr ending)

. gc -@ 1. (gf)
-t (3t
-2+ (081

T =

238



Syl lables (The syl lable is the unit of
pronunciation. Syl lables are
combined to proncunceé words.)

e.g. (ham—gr) = "hammer"

Unit of in=class reading instruction:

(check as many as apply)

Entire class
Smal |l groaups
Individual (teacher working with student

not individual answering in

grasp setting)

Ap proaches to initial reading instruction:

(check as many as apply)

Experiential -(Students provide sentences
for a reading story based on their neads
and experiences. The teacher guides the
class in tho selection of appropriate words:)

Basal reader =(One of & series of graded
readers prepared by a publishing company.
The series contain teacher manuals and
accom anying workbocks.)

Individualized =(Each child in the c.ass -
is reading something different at the same
t+ ime. )

Reading Strategies:

(check as many as apply)

Oral:
Round robin or circle =(Each pupil in turn
reads a small portion alcud while others
follow along silently.)

Choral reading =(An entire graup or class
reads every |ine together.)

Modi ¢ied "echo" =(Teacher reads the teéxt
while students read long with her.)

Individual oral =(An individval student
is called upon to read a portion of the

R357

(56)

(57
(58)
(59)

(60)

61)

(62)

(63)

(64)

(6 5)

(66}
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text. There is no system for taking turns
as in round obin or circle reading.)

Silent:

Directed class or graup ~(Students read 6n
silently to seek answers to the purpose-
questions that the teacher has set.)

Individual silent =(An individual student (68)
is directed to silently seek answers to
+he purpose-questions the teacher has set.)

18. Reading Materials - preparation and source

(check as many as apply)

Commarcial ly-prepared text:

From the ethnic country (69)

U.S., under ethnic auspices _____ (70)
U.S., non-ethnic auspices - (71)
Teacher-prepared text - (72)
Commercial ly-prepared work sheet(s)/bock - (73)
Teacher-prepared worksheet(s)/bock - T4
Other - (7%,

19, Theme of reading material:

(code one-only) (76=77)

. (if dual theme, note elsewhere)

Non-ethnic

Ethnic of both
01 Home . - 08
02 School 09
03  National holjday 10
04 Religious holiday 11
05 Urban canmunity 12
06 Rural cemnunity 13

Q n7 ther- . 14

- ERIC 238
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20.

Protocol Number (1-3)

Protocol Observation 4)

Unobtrusive observations of lanquage materials in

physical enviromment: (Any reading material present-
but not utilized in the caurse of the activity taking
place during the current protocol observation - in

c lassroams, hal iways, lunchroom, bul ietin boards,
|ibrary, auditorium, playgraund, -hurch, etc.)

(check all that apply)

Language: ___ Ethnic Tongue __English
Theme: Ethnic Non/both = Ethnic Mon/both

Intended for
Reading:

Bocks,
commarcial (5-8)

Books, other (9~12)

Charts & Posters
commercial — S13~16)
other’ . (17-20)

¥|nciden ‘al, (21-24)
comm. -

*¥Incidental, (Z5-28)
other

*Incidental-not intended for or explicitly for
reading instruction.

2 _ (80)
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PPENDIX VII

Revised Directions for Analyzing the Protocol Observation
Coding Forms, (POCF)

1« The information in the Protocols may not occur in the order
they ocaur on the Protoco! Observation Coding Forms (FOCF).
(See the Index of Items for Referral for the Protocol
Observation Coding Forms.)

2. Initially read thraugh each Protocol and identify the Protocol
Observation (PO's) as follows:

A nev unit is created for:

(a) Each distinct intended subject of learning whether
: observed or described in an interview. (Activities
: that are not related infen;honal ly or actually to
: reading acquisition are considered non-applicable=~
(N/A) - and are not to be coded.)

(b) Change in site of activity observed or described.

(c) Change in pecple doing activity. (not including
paral lel subgroups)

(d) Change from material used in _intended subject of
learning to unobtrusive matei‘ials.

**n identifying PO's, if at least one of Items 6, 8, 9A and 10
does not change, thePO does not change.

.For interviews, PO's to be identified and coded in the same
manner as observed pecple, activities, and materials.

3. For purposes of coding, use ths follawing definitions:
(a) Intended subject of learning - planned or purported to

bes If not specified, it should be inferred. If it
cannot be inferred, code as unknown.

(b) Actual subject of learning - e.g. may be intended
reading lessor with writing and speaking also actual ly
ocairringe.

(c) Reading - The process by which a person learns a system
of rutes for extracting information from written
material. This can be done thrwgh the application of
varias-methods, strategfes, and approaches.

(d) Writing = The formation of characters as letters,
words, and symbols. These characters have basic com-
ponents that are either letter-sound characters,
syl lable=sound characters, or word-concepf characters.
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(e) Speaking - Vocal cormunication of the system of sounds
(phonics) of a particular language. Refers to either
| etter-sound correspondence, syl lablie-sound, or word-
concept units. Does not include reading alcud.

(f) Lenguage in general - Any activity related to the sub-
Ject of language that is not specifically foaised on a
single language function, i.e. reading or writing ur
speaking.

4. For further information regarding the coding of items of the
Protocols refer to:

(a) Index of Items

(b) Class Sizes for the Armenian and Greek
Schools

(c) Of ficial Faculty Designations for the
Armenian and Greek Schools

(d) Reading Material Used in the Armenian and
Greek Schools

NOTE: REFER TO THE DEFINITIONS AND OTHER MATERIAL FREQUENTLY!
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Revi sed Index of |tems for Referral for +he Protocol Observations
.Coding Forms (IPOCF)

(Items #!'s) (Computer #'s)
( Code #'s)

1. Protocol Observation Number (PN) (1-3)

2. Protocol Obs;ervafion Unit (PO) 4-5)

3. Schools (Armenian, Greek) 6)

4. Date of Protocol Observation (7-12)

5. Level Observed o' Discussed (13)

6. Site of Protocol Observation (14)

7. Number of Children.in Class (15)

8. Type of Protocol Cbservation (16)

(Observations, Intervieds, Unobtrusive materrials)

9. Subject of Learning

A. lIntended (17-18)
B. Actual (19-31)
10. Pecpie involved in POU (32-50)

1. Language uued
A. In intended subject Gn
B. In actual subjects (52)

12. Methods of Teaching Initial Reading Skills

A. Alphabet recognitio. (53)
B. Analytic (fram whole to part) (54-57)
C. Synthetic (from part to whole) (58-61)

13. Unit of in-class reading/learning activity (62-65)

14, Approaches to initial reading instruction (66~69)
15. Reading strategies (70-77)
! (80)
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17.

18

Preparation and Source of Materials Used (6-15)
for Reading Activity

Theme of Materials used for Reading Activity (16-17)
Unobtrusive-Observations of Language (18-41)

Materials in Physical Enviromment
2 (80)
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REV | SED -PROTOCOL CBSERVATION CODING FORM

;‘- .lfem Number code-Number
1. Protocol (PN) , (1=3)
2. Protocol Observation (PQ) — ____ (4-3)
3. Schooi 1. Aruwenian — (6)
2. Greek
‘ 4." Date of Observation (7-12)
. month day vyear
5. gaﬁl_Ot;served or Discussed: (ONE ANSWER ONLY) (13)
f‘ 1. Nurs./Kgn.
2. Grade !
3. Grade 2

4., Grade 3 & above
5. Grades in general
6. Schoo! in general

7. Other (specify)

6. Siteof Reading Acquisition/Learning in PO: (ONE ANSWER ONLY)

1. Home room _— 4
2. Classroom other than home room

5. Learning Consult2nt's of fice

4. Library

5. Hallways

6. lLunchroom

7. Other = in schoo!

8. Church

9. Home .

0.. Other - out of schoo!

Te (if #6 ismin or "2"), No. of children in class (14

ERIC .. 264
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8. Type of POU: (Code ONE 6f the belcw) (16)

1. Observation of people & activities
and mterials in use.

2. Interview abaut activities, pecple,
and mterials; discussed but not
obtserved.

3. Observation of unobtrusive language
(reading) materials in physical en-
viroment; no pecple involved.

9. Subject of Learning:

A. lntended (planned or purported) B. -Actual*

(Code ONE of the below) (Chedk as many as apply)
—_— (17 & 18) Lanquage i: general
T 01 English —_ 9
02 ET R ¥ 0)
Reading
03 English. —_— @2n
04 ET _ (22
Wr iting '
05 English e (23 1
06 ET — (4 R
Speaking
07 English - 5
08 ET (26)

Other Academic (e.g. not [anguage)

- 09 Ethnic (27
(e.g. ethnic number
system, history les~
'son abaut an ethnic
h ero)

10 Non=ethnic : ) (28)

e
>

* Sée Revised Directions for Analy zing POCF's for definitions..

O
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10.

Non-Academic (i.e. art, music,
religion, socializing)

11. :Ethnic
12, Non-ethnic
Unknown

13,

Pecple involved in PO

ke« Sunday school

For each of the follaiing, use this code:

Blank = not involved.

l. = Involved in reading acquisition/learning

(29)
(30

3N

acrivities, whether observed or described.

2. = Present in interviaw

(TEACHERS)
a. Day school home room

b. Day school special subject
(If ET teacher is not home room teacher she

is special subject teacher regardless of
which classroom is used)

c. After schoul ' .

d. Saturday school -
8+ Sunday school

f. Out of school

(STUDENTS)
g. Day School

h. As peer instructors
ie After school

Jo Saturday school

le Non=specified

.(32)
(33

(34
(35)
(36)
(37

(38)
(39)
(40)
41
(42)
(43)
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x (PARENTS)

% m. Of day school children - (s

? n. ‘As reading facilitators SR (. 3-)

: (formal or informal)

: o. Of after schoo! students S C 1))
p. As after school students I C )

' q. PRINCIPAL IR CX:)
r. CONSULTANT/SPECIAL IST — (a9
s. OTHER (specify) (50

Lanquaqge used

A. In intended subject
of learning

(Code ONE of the below)

(51
e QOnly

2. Only

Be. In actual subject
of learning

250

(Code ONE of the below)

(52)
English used

E*Hnic Tongue (E%) used

Both languages used:

3.
4.

5.

English .aiding ET
ET aiding English

English interfering with ET

6. ET interfering with English _

7. Neither aiding or interfering

Ry
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Me thods of teaching injitial reading skills:

(CHEX (~/> all that apply)

A. Alphabet recognition

B. Analytic (from whole to part)

Whole Word - (Entire word is proncunced
and cambined wi-th other words to form
sentences.)

Phrases - (Whole words proncunced in
greaups e.g. the black cat)

Sentences - (Words read as string of in-
dividual words without phrases.)

Intrinsic Phonics - (sight reading is
stressed, Phonics introduced thraugh
the process of analyzing sight words)

C. Synthetic (from part to whole)

Alphabet Spel ling - (Letters of words are
names in sequence and then the word
is proncunced)
e.g. "CU-NMalanti=Kap t=(K3T

Systematic Phonics = (Letter-sound corre-
spondences proncunced in sequence and
then sounds are combined into words.) -

e.g. "Kh=tggh-ntn Kaet=(k¥'t)

Word Families - {Words are built on base
sound units either beginning, medial
or ending.)

e.g. -aeT (at)
f -agt (f3t)
b ~aet (b&1)

Svllables - (The syl lable is the unit of
pronunciation. Syl lables are combined
to proncunce words.)

e.g. (ham=gr) - "hammer"
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13. Unit of in-class reading/learning activity:

(CHEXX as many as an~nly)

Entire class (62)
Small groups (63)
Individual (Teacher working with - (64)

s tudent not individual answering
ingroaup setting.)

Seat work (children working alone at (65)
seat.)

14. Approaches to initial reading learning:

{CHEXX as many as apply)

Experiential - (Students provide sentences for _ _  (66)
a reading story based on their needs
and experiences. The teacher quides
the class in the selection of appro-
priate words.) ]
Basal Reader - (Une of a series of graded 67N
readers prepared by a publishing
sompany. The series contain teachers
manuals and accompanying workbocks.)

Individualized - (Each child in the class is (68)
reading different reading material at
the same time.) -

Other (69)

15_. . Reading Strateql es:

(CHEX as many as apply)

Oral:

Round robin or circle = (Each pupil in turn (70)
reads a small portion aloud while
others follow along silently.)

Choral reading - (An entire graup or class SN CAD)
reads material in unison.)

‘Modified "echo" - (Teachet reads alcud (72)
while students read along with her.)

Individual oral = (An individual student (73)
I's cal led upon to read alcud. There ° '
Is no system for taking turns as in
rcaund robin or circle readirg.)

Q i
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Other - Any oral reading not speécified

" above.

Si fen*:
Directed class or graup - (Students read

'silently to seek answers to the purpose
questions that the teacher has set.)

Individual silent = (An individual student

Other - Any silent reading not specified

1s directed to silently seek answers to
the purpose~-questions the teacher has set.)

above.

R76
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)
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16.-

Protocol Number

w2

(1-=3)

Protocol Observation

Preparation and Source of Materials Used for

‘Reading/Learning Activi ty:

(CHEXX as many as apply)

Commercially prepared text:
From the ethnic country
U.S., under ethnic auspices
U.S., under non-ethnic auspices
Teacher prepared text
Comrercially nrepared work sheet(s)/bock
Teacher prepared work sheet(s)/bock
Bocks other than textbocks
Calendars, charts, posters, etc.
Blackboard

Other (specify)
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17. Theme of ‘Materials Used for Reading/Learning Activity:

(CHEXK ONLY ONE) __a6-1]
Non-Ethnic
Ethnic or both
01 Home 08
02 School 09
03 National Holiday 10
04 Religlous Holiday C Rt
05 Urban community 12
06 Rural community 13
9 07  Other (specify) 14

18, Unobi usive observations of lanquage materials in the physical
snviromment: (Any reading meterial present - but not utilized
in the caurse of the activity taking place during the current
protocol observation = in classroams, hal lways, lunchrooms,
‘bul 1etin boards, Iibrary, auditorium, playgraund, church, etc.)

(CHEXX all that apply)

Language: . Ethnic Tongue English

Theme: Ethnic Non/both Ethnic Non/both

Intended for

READ ING:

Bocks:

Commercial (18=21)

Other (22-25)

Charts & PosTers:

Commercial ——— (26-29)

Other (30-33)

lIncidental:

Commercial (34-37)

Other (38-41)
2 (80)
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APPLNUIX VILL

Poeurnng Currelii i
- o , 37 Varialtes la Mts/

vms fur
yevs (Nvdd)

QWULL VARIABLES .
NETIO0S STRATGUILS ©
Alpha  Alphs Systea Word Syll- Round Chorsl Moft. indlv. School _svel
. Recog. Spell. Phom. Faa. sbles  Robim Echd Orsl
METH: Al pha.Recog. -
Aiphe.Spell. 3500 . ¢
Syst.Phon. .17 .07 .
Word fam. -.07 .03 -.03 -
Syllablass - 02 -.29* .08 .24 .
STRAT:Rd. Bobin .39 .06 -1 .0 -.16 -
Chersl o185 -.04 .32 -.02 .01 .16 -
Mod.Lcho -,08 .10 -, 280 .07 .07 .02 -.29¢ -
indlv.Ocal .04 .14 .16 .20 ~.17 3300 -.45% .12 -
’ .07 -0 -, 21 .16 .13 -.0f «.40%° - 3200 e -
LEVEL ~dl% o 35000 . 10 -.10 240 .22 - U4 -.14 ~.20* -.12 -
ACT.SUS:Eng.Lan.Con, =, IV 07 .03 .14 - 16 -.01 -.03 -.10 A6  ~.08 -.07
&Y Lan.Gen, .13 e Mo . .01 -.15 {0eee . 03 .08 .14 -.01 3900 19
Read.Bag.. .01 3800 =07 3700 . 51000 g .15 .08 .08 «.02 «. 3700
Read.ET ~. 05 =, 41% 04 =300 4o . .21 -.02 -.08 -.01 d2000
Writ.Bag;, «.14 07 .22 .07 .22 3000 .09 ~.18 -.06 -.01 -.02
Weie BT 18 . ]® 60 -, 24° 240 -.16 .01 b =-,04 -.14 .19
Spesk Bng, -.07 iy LA & .03 -.20 Sleee 240 .21 09 -.04 -.01
Speak BT .17 -, 26° o1 -.21 APt 14 .21 .14 “.13 .10 '
METHiWhele Nds, +0% «23°  <.16 .00 A9 .29 .07 240 17 =20 I |
Seatoacss ol a,3900 04 .30 0 o4 .06 210 w17 e 3500 gieee
lotrin.Mhen, +00 +06 .. 24 2700 o, 16 33%° ..03 «26° ~,08 .17 -.17
\N1ITS:60.Gcp. -, 16 -,02 .07 48000 ., 18 .16 -.26° -.19 «32% 53000 . 04
APPRO: Rsper, 02 -,02 -.08 .08 -.1% .02 .01 -.19 08 280, o.1)0
“__‘.l l_..‘. -.Ol .oo. '.” -,00 c" o“' -, 01 c'. "ol, 'oil L1
PARP:Con/Eth.Count, .03 -, 26* .18 =.30%° L3300 .. 2¢ 290 -.02 10 <.340° 3500
*/US Mon..Bth, ~.04 +08 -.07 50000 . 16¢ 230 - 270 ..01 .12 .18 .12
*/Mbks., M, .19 3700 114 .07 -.19 .02 -.01 o12 -0 .13 -, 280
Cal ,Ohts Post, ,31°0 - Sgeee . 1) .13 =.16 -.01 .10 -.10 04 .08 a.dgoce
Slackbeard T | 4 .11 .06 14 .07 -.03 .06 40 «.07 .17
m YRAR .c“ ‘0“ -, 04 -, 06 0" .35® -.10 .15 ’o“ .12 .36
TIME OF YRAR -, 35 -ed0 .07 .19 -.01 04 .11 .02 .17 .01 .20
CLASS 8128 A8 .13 .12 -.250 .0l 06 .27¢ 3500 . 3300 . g9eee 02
LANG, USED: dag. +04 Le13 -.04 .21 M 10 .25 -.04 .08 -.01 .15
[ 29 16 s.06 -08 -, 24° «24*  <.16 29 .06 . ly =27 24
llsol 8T Newt. .00 .09 J4 .23 240 -.09 -.06 26 -2 -.08 .23
M 08 03 -.04 Jde -.02 .10 A3 -8 06 340 L2¢e
CLASS TEAQEAR 08 dl0e . 04 3900 o 49000 -.21 .02 .08 .01 ., 42020
‘P <08
0::' .0
P 4 000

continued on pages 274+275.
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APPLNUIX V2L

Pearson Correlation Loelficicnts tor
37 Varlabies In Mubtivariate Analyses (N247) .

ACTUAL . SUBJBCTS OF LEARNING WETTONS T UMY AFRRDALIES T PREARNTIONS cl.,
Eng.Lan. BT Lon. Road. ' Resd.  Writ.  Writ. Spesk  Speak  Wholc  Seu- Intrin. Small  bxperi- basal ('°"°"',';_3_ Wkbks., Chts., Black- Study Timo of Class lag. ET Neut.  Aid ;l:::" .
won... Gem  Bag, T Eng. ET Eng. ET_ ___Wurds _tences lhun. _ Group  ential Reader Uth.Ct. NopFeh, WkS, Post. Soard Year Yaar Slze LANA  LANA each ¢ e et

L]
S

~If

.18 -

IS T LI 1Y TR

<3300 G700, ggeee -

44000 - 270 440er . 4000 -

.16 <3400 . 52000 qpeee _ 22 - .
_oe30% 10 280 o300 L2900 .20 -
.14 400 o 46000  gqoee .20 280 .18 -
4 -0 08 01 - 06 -.04 .230 30° -

.10 «d9°  o,3200 6% . 16 J3q0e .05 .17 .36%¢ -
2 LN L ST IR TTRY Y P2 L3700 -14 2290 14

-

16 .17 290 o 30 68 =i25  ..20 =13 =17 T -La3ees -lle o }

38%¢ -00 16 .07 L2 .18 270 Se13 -0 e '8§ :3 < 7900

56000 08 -.280 270 L4600t 18 -.q4 CMT 0622 o, gge L4030 -

S26% (10 72000 7gees . 3gee  Gpees _ 3zee  -56°°° .10 270 oL oo, T26e  L33ee -.4200

16 - 3000 g2ees . gqeee 02 . 260 .2 -2 .02 -2 A4 07 <19 -.04  -.41%t 09 -

R L R Lo L SETY T S TPt ST .- AN YR SN " SUNL T S L ST B L -

01 -.19 Slee L y3ees 37 L. 077, SeM -2 .23 1Y -.12 .390 ..280  .25* -2 -1l -.08 .

A9 ot s 10 .09 L4 .22 -35¢¢ .28¢ .06 o0 02 -.19 .24* .06 ° .3 -.18 .30 -.18 .

20 07 .08 06 24 ¢ .0 18 26 .1 06 .21 -.23  .24* .03 .03 .10 -.6 -3 -.24° -

.";o- ?6 ';3- 250 -.6004 .21 09 L3 o4t L0 .09 .19 L300 -3 -
-25 16 -28 .23 A70 17 -1 -S6tee L3900 J3jee 10 -1l -00 -03 -0 A, -

g; -.‘z:“ <06 .07 .03 .16 .16 315 47 14 ot 2
. -, (11} - o . - - - 62000 . 24e -3 0 o, . - - .
67 JTIO0S 3600 o 340 260 . T2 .04 -0 -.16 .15 .45 .19 62°0 ., 24 3 16 14 02 ‘spees -.21

6 < 17 L greee 4peee . 22 04 .20 -0 -.21 -.21 .01 L3300 L0270 .15 -.09 06 <4t .03 -16 7 -

A0 280 53ee (3gee lgg  Lyges Lige M 13 Aot Tl TR THe lod -8 Lol o4 W10 -4 240 13 -dgee 43000 -el9 Tl -.06 .
05 .36%t -0 06 .06 -.02 .01 s 2, 1300 .17 .270 -.78%%e  _sqsse _jjese 3300 -0 -.06 -.06 -,07  -71%°0 -.49%%7 - :

3300 - S70ec  ggtee ] 00000 460f0 . qpees 3gee sod4eet -0l -.36*

04 -.01  .,02 .06 -.10 .10 .01

‘p < .05 .
*ep .01
...Pi-_-'w'

o 274 275
ERIC '

. e
25 A L . . e LN

A




